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ABSTRACT
This North Dakota study was planned in order to relate the school special 
education training that 107 young adults with mental handicaps experienced prior 
to 1989 to their employment status and living conditions in 1989. These 
individuals and their caregivers were surveyed by the Department of Public 
Instruction’s Division of Special Education and the survey information was 
tabulated by the Bureau of Educational Services and Applied Research at the 
University of North Dakota. Resulting data were statistically analyzed utilizing 
nonparametric methods.
The results of this study indicated that more high school graduates with 
mental handicaps in North Dakota were employed and earning a salary than were 
individuals who earned special certificates or who had dropped out. There was no 
relationship between hourly wage and graduation status. Career vocational 
training had no affect on job status, and students did not earn higher wages as a 
result of having selected career options. There was no relationship between 
community size and employment status. There was no relationship between 
severity of retardation and employment status.
In regard to living conditions, there was no relationship between 
graduation status and independent living conditions. There was no relationship
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between community skills training and post-secondary living conditions. 
Regardless of whether subjects had community skills training or not, the parents’ 
residence was where the majority of the subjects lived after leaving school. 
Finally, there was no relationship between where the subjects were living and 




Transition from school to adult life for individuals with disabilities has 
become a national priority (Gajar, Goodman, & McAfee, 1993). School drop-out 
rates, lack of appropriate career vocational training, limited parent involvement, 
lack of appropriate support, and lack of cooperative planning have resulted in 
serious unemployment and other problems that hinder the quality of life for 
individuals with handicapping conditions.
For too long, young people with disabilities have been treated as a separate 
group, segregated from "normal" people. They have not had the same curricular 
and post-secondary opportunities that nondisabled youth have had. This burden 
has affected not only individuals with mental handicaps, but has become a burden 
on taxpayers as well. For example, the United States Commission on Civil Rights 
(USCCR) reported in 1983 that employment statistics show unequivocally that 
many young adults with handicaps were either unemployed or drastically 
underemployed, resulting in dependency on the nation’s social security and 
welfare systems. The statistics reported by USCCR raise a serious question about 
the appropriateness of the special education services provided.
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It is of little wonder why both state and federal legislators have questioned the 
usefulness of present special education expenditures (Haring & Lovett, 1990).
Young adults with mental handicaps often experience serious difficulties 
with their community adjustment in the area of living conditions. According to 
Kranstover, Thurlow, and Bruininks (1989), most young adults with mental 
handicaps continue to live in their parents’ homes after high school. In addition, 
living conditions were so important to Halpern’s findings (1985) that community 
living became one of the major components of the transition model that he 
promulgated.
In 1975, the Education for All Handicapped Children Act mandated a free 
appropriate public education in the least restrictive environment for all children 
with disabilities, and later new amendments to this act were reauthorized and 
expanded into a composite law called the Individuals with Disabilities Education 
Act or IDEA (Stainback & Stainback, 1984; Will, 1984).
If schools are to prepare young adults who are mentally handicapped for 
post-secondary employment and independent living outcomes, it is reasonable to 
expect that there be a relationship between the training that these persons receive 
and their post-secondary employment outcomes and independent living status. 
According to Mithaug and Horiuchi (1983), monitoring outcomes through 
longitudinal studies can only help those who are employed by schools and service 
agencies to establish accountability for their programs and to determine how to
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better prepare young adults with mental handicaps for the world of work and 
independent living.
Several states have accomplished monitoring through the process of 
follow-up studies and follow-along studies on young adults with mental handicaps 
who have exited school (Brolin, 1973; Hasazi, Gorden, Roe, 1985; Mithaug & 
Horiuchi, 1983; Titus & Travis, 1969). Monitoring is important to the process of 
special education; without it, programs may continue to provide special education 
services without any clear understanding of how young adults with mental 
handicaps are doing in their communities.
Background of the Study
Post-secondary employment has been upheld by many researchers as a 
principal transition outcome (Mithaug, Martin, & Agran, 1987; Wehman, 1990). 
Accordingly, North Dakota first addressed post-secondary employment outcomes 
through a 1984-86 project, the North Dakota Interagency Cooperative Agreement 
for Individuals with Handicaps. The project included high school, the point of 
exiting high school, additional post-secondary education or adult services, and the 
early years of employment (North Dakota Interagency for Individuals With 
Handicaps, 1986). This agreement was initiated to develop and implement an 
interagency transition model between the State Board of Vocational Education, 
the North Dakota Department of Public Instruction’s Division of Special 
Education, the North Dakota Department of Human Services, the Division of 
Vocational Rehabilitation, the Division of Developmental Disabilities, and Job
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Service of North Dakota. The purpose of the agreement was to provide a 
continuum of appropriate programs and services to individuals with handicaps 
requiring cooperative efforts among all of these agencies.
The Division of Special Education, administered and supervised by the 
Department of Public Instruction, was responsible for assuring that all students 
would be provided with appropriate academic and/or vocational education 
programs. Each Local Education Agency (LEA) was responsible for developing 
an Individualized Education Program (IEP) for each handicapped student. In 
addition, at age 14 the LEA was responsible for developing a plan which would 
address transition responsibilities.
Part of this project, the review process, involved a series of training 
workshops to acquaint professionals with the 1985 Interagency Agreement. 
Participants consisted of regional personnel from each agency including 
representatives of the North Dakota state schools. The nature of the training 
workshops was to prepare participants to go into their communities and provide 
inservice training to schools, service delivery agencies, and parents. Each 
professional involved with handicapped children, who were 14 years of age or 
older, was to have inservice training prior to the program implementation date of 
the 1986-87 school year.
In order for parents to be effective team members and to understand the 
special education transition process, they were provided with inservice training 
prior to the development of the child’s IEP/transition plan at age 14. Each
5
parent was provided with a copy of the transition handbook which was to be 
reviewed with a professional.
Other significant parts of this process were the reviewing and revising of 
definitions and responsibilities of each agency involved in the transition process, 
the monitoring of the project, the provision of feedback to the regional 
chairperson, and the annual review. Planning cycles were developed, complaint 
procedures were designated, governances of confidentiality were established, and 
due process policies were affirmed in February of 1987 for the state of North 
Dakota’s Cooperative Interagency Agreement.
Purpose of the Study
It must be the major goal of special education programs to prepare young 
adults with mental handicaps for the world in which they will live and work. 
Simply moving young adults with mental handicaps through secondary special 
education programs does not mean that they have acquired the knowledge and 
skills that are necessary to go out into the adult world to live and work. We must 
also be concerned about how well these individuals are prepared and how well we 
have done as providers of special education and other programs. We must look 
at those factors that affect post-secondary adjustment. We must sort out those 
factors that have facilitated their post-secondary adjustment to living and 
employment from those factors which have impeded their adjustment to post­
secondary living and employment. Only then can we determine the 
appropriateness of the programs and preparation that have been provided.
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This North Dakota study was planned to relate the school special 
education training that 107 young adults with mental handicaps experienced prior 
to 1989 to their employment status and living conditions in 1989.
Research Questions
This study seeks to relate the employment and independent living skills 
training that young adults with mental handicaps had prior to 1989 to their 
employment status and living conditions in 1989. The following research 
questions were asked:
Employment Questions
Research Question 1: Is there a relationship between graduation status 
and employment status?
Research Question 2: Is there a relationship between graduation status 
and wages earned?
Research Question 3: Is there a relationship between career vocational 
training and employability?
Research Question 4: Is there a relationship between community size and 
post-secondary employment?
Research Question 5: Is there a relationship between severity of mental 
retardation and wages earned?
Living Conditions Questions
Research Question 1: Is there a relationship between graduation status
and independent living?
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Research Question 2: Is there a relationship between community skills 
training and post-secondary living conditions?
Research Question 3: Did post-secondary living conditions differ with the 
severity of mental retardation?
Null Hypotheses
The following specific hypotheses, in null form, were tested during the
study:
Employment Outcomes
Null Hypothesis 1: There is no statistical dependency between graduation 
status and employment status.
Null Hypothesis 2: Hourly wage did not differ as a function of graduation
status.
Null Hypothesis 3: There is no statistical dependency between 
career-vocational training and employability.
Null Hypothesis 4: There is no statistical dependency between 
community size and post-secondary employment.
Null Hypothesis 5: There is no statistical dependency between severity of 
mental retardation and wages earned.
Living Conditions at Adulthood
Null Hypothesis 1: There is no statistical dependency between graduation
and independent living status.
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Null Hypothesis 2: There is no relationship between community skills 
training and post-secondary living conditions.
Null Hypothesis 3: Post-secondary living conditions did not differ with the 
severity of mental retardation.
Limitations
This study was conducted within the framework of the following 
delimitations and limitations:
1. This study was limited to a relatively small sample size of 107 subjects.
2. North Dakota is a rural community. Since few studies have been done 
in rural states, the results may not be representative of the population at large.
3. There was no control group of nonhandicapped young adults for 
comparative purposes. Ideally, a random sample of nonhandicapped persons 
graduating at the same time throughout the state should have been conducted.
4. A comparison group of randomly assigned and well matched young 
adults with mental retardation, who had little or no special education, would have 
added interest to the results; however, the denial of special education services for 
research purposes is unethical and therefore not possible.
5. Data collected were not always from the same source. That is, data 
were collected through parent interviews, interviews with former special education 
students, and/or school records.
6. Missing data resulted from lack of responses on specific items, the 
absence of interview forms for particular subjects, or elimination of items because
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they were inappropriate. Missing data of all kinds were eliminated from 
calculations of percentages and means.
Definition of Terms
The following terms are defined as they apply to this study:
Career Education: This term includes experiences and opportunities 
provided to persons with disabilities that assist and facilitate in determining the 
various roles and positions that each individual will occupy throughout his or her 
life span (Gajar et al., 1993).
Handicapped: The term "handicapped" is defined by Love and Walthall 
(1977) as including any physical and/or social difficulty that happens as a result of 
a disability and interferes with normal development. In the Love and Walthall 
handbook, The Education of all Handicapped Children Act defines handicapped 
as "those evaluated as being mildly, moderately, or severely mentally retarded, 
hard of hearing, deaf, speech impaired, visually handicapped, other health 
impaired, blind, multihandicapped, or as having specific learning disabilities who, 
because of these impairments, need special education services" (p. 10).
Mental Retardation: The American Association on Mental Deficiency 
(1977) defined mental retardation as significantly subaverage general intellectual 
functioning which originates during the developmental period and is associated 
with impairment in adaptive behavior (Grossman, 1977).
10
Special Certificates: An award given to an individual who is handicapped 
to certify completion of a specific training program or special class (Halpem, 
1985).
Transition: This term refers to an outcome-oriented process encompassing 
a broad array of services and experiences. Transition is a period that includes 
high school, the point of graduation, additional post-secondary education or adult 
services, and the initial years in employment. Transition is a bridge between the 
security and structure offered by the school and the opportunities and risks of 
adult life. Any bridge requires both a solid span and a secure foundation at 
either end. The transition from school to work and adult life requires sound 
preparation in the secondary school, adequate support at the point of leaving 
school, and secure opportunities and services, if needed, in adult situations (Will, 
1984).
Vocational Education: Education that prepares the individual for a 
specific trade or job or group of trades or jobs (Patton, Beirne-Smith, & Payne, 
1990).
Vocational Rehabilitation: Services provided to adolescents and adults 
with disabilities during critical transitional periods, such as that from secondary to 
post-secondary education or employment. Services include such areas as financial 
assistance, guidance, advisement, and they encompass all areas of independent 
living. These services are provided through state vocational rehabilitation 
agencies (Gajar et al., 1993).
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Work-study Programs: Programs developed to maximize a student’s 
potential future employment through a combination of on-the-job experience and 
classroom instruction (Patton et al., 1990).
CHAPTER II
REVIEW OF THE LITERATURE
The review of literature for this study is divided into four sections. The 
first section focuses on the historical background of attitudes towards and 
treatment of persons who are mentally handicapped. For all practical purposes, 
the history reviewed in this study, relating to mental retardation, will span only 
the last 30 years.
The next section of the literature review focuses on the employment 
outcomes of young adults with mental handicaps who have either graduated or 
left school. It includes the percentages of those who are employed, their wages, 
and the kinds of employment in which they are engaged.
The third section describes the post-secondary living conditions that young 
adults with mental handicaps have experienced. The studies in this section 
include indicators of their independence (e.g., mobility, checking accounts, and 
type of residence).
The fourth and final section reviews the factors which affect post-secondary 
adjustment. It identifies both factors which impede post-secondary adjustment to 
employment and living conditions and factors which facilitate post-secondary 




Patton, Beirne-Smith, and Payne (1990) provided a comprehensive 
overview of past special education issues and debates that have influenced current 
special education practices and have been significant in the decision-making 
process of lawmakers. Highlights of their overview, in addition to information 
provided by other writers, will be presented in this section.
Because President Kennedy had a sister who was retarded, he brought the 
needs of those who were mentally retarded into the limelight during the 1960s. In 
1961, he established the President’s Panel on Mental Retardation. This panel set 
the tone for policy decisions for the next decade and was under the direction of 
Leonard Mayo. The panel focused their research on the causes of mental 
retardation and investigated how to better facilitate the rehabilitation of 
individuals with mental retardation (U.S. Government Printing Office, 1963).
Also emerging in the 1960s was the principle of normalization, defined as 
"making available to the mentally retarded, patterns and conditions of everyday 
life which are as close as possible to the norms and patterns of the mainstream of 
society" (Nirje, 1969, p. 181). Wolfensberger (1972) was instrumental in 
developing and disseminating the principle of normalization in the United States 
in the 1970s. This principle had a tremendous impact on the service delivery 
system that professionals were to implement during this decade; notably, 
work-study programs (Greenwood & Morley, 1980). Work-study programs 
focused on the delivery of services within a specific type of interagency agreement.
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Although they grew and prospered in the 1960s they were considered too narrow 
in their goals and met their demise in the 1970s as a consequence of federal 
legislation and regulation.
In the 1970s, more visible gains were made for persons with mental 
retardation than at any other time. For example, they gained various personal 
and civil rights guaranteeing services and protection. Right-to-treatment cases 
emerged in national newspapers, culminating the enactment of federal legislation 
that greatly affected the lives of individuals with disabilities. Accordingly, the 
number of students receiving special education services drastically increased 
following the signing of the landmark decision, the Education for All 
Handicapped Children Act (Gajar, Goodman, & McAfee, 1993).
Throughout the 1980s, two features of special education emerged: (a) an 
eagerness to increase services and maximize the quality of them, and (b) an 
understanding that it was necessary to re-evaluate all actions constantly. Career 
education was the federal initiative to emerge in the 1980s. This initiative was 
considered diffuse in goals, oriented to both secondary and elementary education, 
and largely focused on serving students with mild retardation (Hoyt, 1982). The 
emphasis of this approach was to provide a curriculum that would prepare both 
handicapped and nonhandicapped young adults for employment in their adult 
years. It was intentionally disowned as a federal initiative.
Two years after the repeal of the Career Education Implementation 
Incentive Act in 1982, a new federal transition initiative emerged on the scene.
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This initiative, to become known as the "bridges" model, was used to describe 
services that were needed to facilitate the transition of young adults with 
disabilities from school to work (Will, 1984).
Currently, there are several debates raging within the field of special 
education (e.g., the Regular Education Initiative, educability of children who are 
severely and profoundly mentally handicapped, bioethical issues of withholding 
treatment, and the effects of poverty (Patton et al., 1990). These debates will be 
discussed in the following paragraphs.
One debate, the Regular Education Initiative (REI), under the auspices of 
the U.S. Department of Education, Office of Special Education and 
Rehabilitation Services (Will, 1986), was a proposal that recommended 
fundamental changes in ways to educate students with mild learning handicaps 
and included those categorized as educable mentally retarded. The REI proposed 
a merger of special education and regular education services which caused 
students with mental handicaps to receive educational services within the 
framework of the regular education system. Proponents of the REI argued that 
special education practices, particularly identification, categorization, and 
separation of services, had proven ineffective in meeting the needs of students 
with mild mental handicaps (Reynolds, Wang, & Wahlberg, 1987). Opponents of 
the REI argued that diluting and eliminating hard-won services for students who 
had been poorly served in or excluded from regular education programs without 
analysis of what would happen was counterproductive (Keogh, 1988); that the
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potential of the regular education system to serve students with handicaps was 
untested; and that the resources to serve those children in the regular education 
system were not available (McKinney & Horcuut, 1988).
The bioethical debate over professional advocacy was also an issue under 
fire (Cohen, 1981; Powell, Aiken, & Smylie, 1982). In this debate, it was 
recognized that special educators might be considered as better informed than 
doctors concerning the possibilities and potentialities for the lives of children with 
handicaps, and they were encouraged to take on the role of advocates for persons 
with mental handicaps (Smith, 1989). The Association for Persons with Severe 
Handicaps (ASH) reflected on the need for advocacy in their policy statement. 
More recently, the Board of Directors of the Division on Mental Retardation of 
the Council for Exceptional Children approved a position statement that supports 
life for persons with mental retardation, encouraging professional advocacy (Smith 
& Payne, 1980).
Finally, the literature revealed that a dominant theme in special education 
was the growing number of people who were "at risk" in different ways. At the 
school level, this included students who are at risk of school failure. At the adult 
level, it included people who are homeless, those who are unemployed or 
underemployed, and those who are not able to deal successfully with the demands 
of daily living. Individuals with mental retardation could be found in all of these 
groups (Patton et al., 1990).
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On October 30, 1990, President George Bush signed the Education of the 
Handicapped Act (EHA) Amendments. This act was later renamed the 
Individuals with Disabilities Education Act (IDEA). The 1990 amendments 
revised previous mandates by including independent living as well as employment 
as transition foci.
In the next section of this literature review, the employment status of young 
adults with mental handicaps will be examined. Employment levels, employment 
rates, wages, and the kinds of employment that young adults with mental 
handicaps are engaged in will be described.
Employment Outcomes
When young adults with mental retardation leave school, how successful 
are they at securing employment? What kinds of jobs do they get? How well do 
they perform? Several researchers have investigated these questions and others 
related to the occupational success of these individuals (Rusch & Phelps, 1987).
Several studies examined graduation status as it was related to employment 
rates (i.e., full time or part time) and hourly wage, career vocational training as it 
was related to employability, and community size as it was related to the 
post-secondary employment status of former special education students. In the 
literature, one such study surfaced around 1969 in an investigation of the post­
secondary employment outcomes of 35 graduates with mental handicaps from the 
La Grange, Illinois, area (Titus & Travis, 1973). This follow-up study was 
conducted to determine how well individuals with mental handicaps were being
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prepared for employment through work study programs. The study was 
implemented in the form of a survey and included interview data that were 
collected from the graduates themselves, their parents, and their employers. At 
the time of the interview, all but one of the graduates were employed, and 57% of 
those same graduates were still employed by their first employer. The parents 
and employers reported that the graduates were earning an average of $2.08 per 
hour, minimum wage in the early 1970s. One of the questions employers were 
asked was in regard to their satisfaction with the way these graduates were 
prepared for their current jobs. Several indicated in the interview that these 
young adults could have been better prepared and further stated that the ability to 
deal with social interactions was lacking.
In 1973, another study was conducted by Brolin with 80 former 
Minneapolis students labeled educable mentally retarded. These students 
attended schools in Minneapolis between 1966 and 1972. The study was 
comprised of field interviews, which were conducted with the students and the 
students’ parents. Overall, 44% of the former students were employed. This 
represented gross underemployment in 1973. Another result indicated that post­
school vocational adjustment correlated with past enrollment in work-study 
programs. Brolin’s results provided support for the establishment of career 
education, additional post-school assistance services, interagency cooperation, and 
follow-up programs for young adults with mental handicaps who leave school.
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Survey data from a Colorado statewide follow-up study of special education 
students was gathered between 1974 and 1975. The purpose of this study was to 
determine the influence of special education programs on preparing students with 
handicaps for post-high school adjustment in their communities (Mithaug, 
Horiuchi, & Fanning, 1985). The researchers were specifically interested in 
finding out whether or not these individuals were employed, whether they were 
working full time or part time, and if working, what they were earning for wages. 
School information was collected and interviews were completed with a total of 
234 graduates from 26 school districts. Twenty-six percent of the subjects were 
mentally handicapped. Sixty-nine percent reported being employed five years 
after high school. Half of those employed were working at part-time jobs and the 
subjects’ earnings were minimal, with 43% earning less than $3.00 per hour.
A case-by-case follow-up of graduates of the Madison, Wisconsin, public 
school program for students with severe disabilities was conducted between 1971 
and 1978 and then again between 1979 and 1982 by Brown et al. (1983). The 
researchers wanted to determine the level of success in employment that students 
with mental handicaps were experiencing as a result of the vocational training and 
community-based instruction they had received in integrated schools. Their 
findings indicated that in the first time frame, 53 students graduated and only one 
worked in competitive employment. The others were found in activity centers, 
workshops, or at home. The individuals had functioned primarily in a segregated 
school environment with no career vocational training in the community.
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However, in January of 1983, the second study showed that 27 of 38 graduates 
were working or volunteering in 25 nonsheltered environments, and 2 were at 
home. The improvement in employment status, when comparing the two studies, 
reflected the efforts of more intensive vocational training efforts, community- 
based instruction, and integrated schools.
In Vermont, in a statewide study, Hasazi, Gorden, and Roe (1985) looked 
at factors associated with the employment status of 462 urban and rural students 
with a variety of handicapping conditions. Their sample included individuals with 
disabilities who exited school between 1979 and 1983 and had been out of school 
for one to four years. They found that 199 (59%) of the students graduated were 
employed, 33 (30%) who left school without graduating were employed, and 69 
(51%) who dropped out of school were employed. In their comparisons of 
location and employment, 79 (44%) were considered to have a rural status and 
were employed, and 148 (64%) were considered to have an urban status and were 
employed. Nonsubsidized full-time jobs characterized the work status of these 
students with handicaps. Wages earned by these subjects ranged from $3.35 to 
over $5.00 per hour, with 81 (28%) of the graduates earning over $5.00 per hour 
and 18 (11%) of those who dropped out earning over $5.00 per hour.
A somewhat different type of study occurred in 1986, when Harris and 
Associates surveyed 1,000 randomly selected adults with mental handicaps. These 
individuals were from 16 to 64 years old. The results of the study indicated that 
67% of these individuals were not working and that only 25% of those
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interviewed worked full time (Louis Harris Poll, 1986). The results of the study 
also indicated that if an individual with a disability was working, that individual 
was 75% more likely to be employed part time, rather than full time, than a 
nondisabled person. Unskilled and semi-skilled occupations provide the largest 
number of jobs, as indicated from the results of this survey.
In a 1987 study at Virginia Commonwealth University, the Rehabilitation 
Research and Training Center assessed the employment status of 117 
transition-aged young adults with mild, moderate, severe, or profound mental 
retardation in Virginia (Wehman, Kregal, & Seyfarth, 1987). Data were collected 
by trained interviewers on variables related to employment level, wages earned, 
and types of jobs. The findings of this study indicated unemployment rates of 
almost 88%, with only 14 of the 117 persons holding competitive jobs in 
nonsheltered work environments. Wages paid were minimal. In fact, 54% of the 
subjects in the study were earning between $51 and $100 per month.
Another study was conducted in 1989 by the University Affiliated Program 
of the University of Minnesota. This study followed a number of special 
education students categorized as educable mentally retarded, learning disabled, 
emotionally disturbed, and speech impaired who had been out of school for one 
to eight years to determine post-secondary outcomes (Kranstover, Thurlow, & 
Bruininks, 1989). For this literature review, only occupational outcomes to 
include types of jobs and earnings were examined. Two hundred thirty-nine 
subjects participated and were separated into two groups: 199 students who
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graduated from high school were in one group, while 40 nongraduates were in the 
other group. The results of the study indicated that a high number of graduates 
had jobs as janitors or cleaners (n = 16), as assemblers (n = 9), and in the 
construction trades (n = 8), while non-graduates had jobs spread across many 
categories with construction reported most frequently (n = 4). Other graduates 
were employed mostly as waitresses’ assistants (n = 5). Earnings from 
construction work were at $7.16 per hour, compared to the wages earned by other 
graduates which averaged $5.22 an hour.
The literature reviewed to examine the effects of special education 
services on the unemployment outcomes of young adults with mental handicaps 
revealed some startling statistics. According to The U.S. Commission on Civil 
Rights (1983), between 50 and 75% of all adults with handicaps of working age 
were unemployed, compared to 7% among the nondisabled. Bowe (1978) 
reported that 63% of individuals with disabilities were at or near the poverty 
level. Brolin and Elliot (1984) disclosed that over 7 million adults with disabilities 
did not have an income, and over 4 million earned less than $3,000 per year. 
Similarly, Razeghi and Davis (1979) suggested that unemployment rates among 
individuals with handicaps were much higher than among other individuals, 
resulting in a cost dependency among unemployed persons with handicapping 
conditions of over $115 billion dollars per year. Another report stated that of the 
30 million individuals who were handicapped in the United States, over 11 million
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were potentially employable; yet, only 4.1 million were employed (Ianacone & 
Tilson, 1983).
Research on the post-secondary employment outcomes of young adults with 
mental handicaps has been presented in this section. It is difficult to argue with 
these leading researchers when the data they have presented reveal such massive 
unemployment and underemployment of young adults with mental handicaps, 
among other disabilities. As demands for existing funds intensify and federal and 
state legislators continue to question the usefulness of the present expenditures 
for special education services (Haring & Lovett, 1990), it becomes even more 
necessary to establish strong accountability.
Living Conditions
Succeeding as an adult requires many skills in addition to those needed for 
work, and numerous researchers have concluded that young adults with mental 
handicaps experience considerable difficulty when they face the demands of 
independent living (Vogelsburg, Williams, & Friedl, 1980). It must be assumed 
that preparation for adult living is not simply to reduce dependence, but also to 
foster skills and knowledge that increase access in such diverse areas as home 
living, community services, and transportation. In this section, living conditions 
will be described as they pertain to place of residence and other indicators of 
independence (e.g., where they live, who they live with).
In their Colorado statewide follow-up study of 400 special education 
students conducted between 1974 and 1975, Mithaug et al. (1985) wanted to
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determine the influence special education services had on preparing students with 
handicaps for post-high school adjustments in the community. The researchers 
were interested in the living conditions of these individuals as well as other 
indicators of independence (e.g., whether they had checking accounts and/or 
savings accounts or charge accounts). One question on the survey asked where 
the subjects lived and with whom they were living. The results of the survey 
indicated that most of the respondents lived at home with their parents, suggesting 
a pattern of financial instability and family dependence. With regard to financial 
independence, slightly over half of those surveyed (56%) had a savings account, 
and only a small proportion of those surveyed reported the use of a checking 
account. Eighty-five percent of the subjects in the sample indicated that they paid 
cash for items as opposed to using a charge account system.
A similar study was done in San Francisco by Haring and Lovett in 1990. 
One of the focuses of this study was on living conditions as a post-secondary 
outcome. The researchers were interested in determining indicators of 
independence, such as where the subjects lived and mobility. Out of the total 
sample, 70% of the subjects involved in this study were living with their families. 
Fifteen percent of their sample were housed in group homes, and 12% of the 
respondents lived independently with a spouse or roommate. A very small 
percentage of their subjects (3%) were still in state institutions. The majority of 
their subjects reported being relatively mobile; however, a large percentage 
indicated that they were not allowed out of the home independently. With regard
to other indicators of independence, the data showed that 36% of the respondents 
had driver’s licenses, while other respondents reported that they relied on 
relatives, bicycles, and sheltered agency vehicles for transportation.
At least one researcher (Bell, 1976) believed that increasing complexity 
makes it more difficult for people with disabilities to live independently. Some 
studies concluded that a majority of young adults with mental handicaps still live 
at home, while others live independently, in residential facilities, or in supervised 
group homes (Frank, Sitlington, Cool, & Cooper, 1990; Gozali, 1972). In general, 
follow-up studies have indicated that graduates who are mentally retarded have 
limited self-sufficiency (Coonley, 1980).
Factors that Affect Post-Secondary Adjustment
In the following section, factors that affect post-secondary adjustment will 
be described. These factors will be explained in terms of those which impede or 
hinder post-secondary adjustment and those which facilitate or help post­
secondary adjustment to employment and independent living.
Factors that Impede
The literature reveals many factors which stand in the way of young adults 
with mental handicaps and successful post-secondary living conditions and 
employment outcomes (e.g., lack of planning on the part of those involved in the 
individual’s transition planning, inappropriate and/or inadequate curriculum, 
communication difficulties and lack of cooperation, segregation, strained 
relationships between parents and professionals, and absenteeism and dropping
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out) (Gajar et al., 1993). Additionally, young adults with mental handicaps have 
faced the same problems that are widespread in this country among young adults 
who are not handicapped (e.g., drug abuse and delinquency). To understand 
these factors and their implications for students with mental retardation, the next 
few paragraphs will provide a closer look at the literature on factors that impede 
the post-secondary adjustment of young adults with mental handicaps.
Lack of Planning. Bates, Rensaglia, & Wehman (1981) indicated a need 
for schools to better prepare students for employability and independent living. 
They stated that a lack of careful planning and preparation for post-school 
placement often impeded the post-secondary adjustment of youth who are 
mentally handicapped.
Inadequate Curriculum and Communication. Several school problems 
related to curriculum and communication surfaced in the literature for young 
adults with mental handicaps (Rusch & Chadsey-Rusch, 1985). These problems 
impeded the post-secondary adjustment of these individuals and included an 
inadequate curriculum, a failure of disciplines to communicate among themselves 
adequately, and limited communications between special educators and vocational 
educators.
Inadequate and Inappropriate Training. Bellamy, Rhodes, and Albin 
(1986) pointed out that young adults with mental handicaps are sometimes thrust 
into the world of work without adequate training. According to the writers, not 
only had they been inadequately trained, but the training they did receive was
inappropriate. In their writing, they identified several problems with traditional 
vocational programs and listed inefficient client training techniques, distorted 
service objectives, and insufficient funding of coordination programs as 
weaknesses of service agencies. The writers also cited federal legislation and 
regulations, lack of movement from more to less restrictive vocational settings, 
and inadequate wages as reasons for increased desirability of supported 
employment programs.
Another problem cited was the replication of expensive diagnostic 
evaluations. This replication resulted in duplication of services simply because 
one state agency did not accept the records of another state agency or because an 
agency was required to conduct its own evaluations as a part of the eligibility 
requirement (Wehman, 1992). Replication of test-taking and diagnostic 
evaluations present problems for nondisabled students, but for the young adults 
with mental handicaps, it presents even greater problems.
Segregation. As indicated in the literature, an important goal of secondary 
special education was to prepare young adults who were mentally handicapped 
with their adjustment to the adult world of independence and work. A major 
weakness, identified in many vocational programs intending to prepare these 
young adults, was that of segregation (Stainback & Stainback, 1984). Students 
with mental handicaps were often placed in classes apart from their 
nonhandicapped peers, creating a situation where later, when they were employed 
and could do the work, they could not get along with or relate to their co-workers.
Special schools, segregated work activity centers, and programs that are designed 
only for people with disabilities must become institutions of the past, according to 
Wehman (1992).
Strained Parent-Professional Relationships. The present emphasis on 
transition from school to work and adult life has presented a complex issue to 
parents. In the past, parental involvement was limited and parents did not know 
what their responsibilities were regarding the transition of their young adults with 
handicaps from school to work. Additionally, parents shared anxiety and concern 
over the destiny of their adolescents as they approached adulthood (Everson & 
Moon, 1987).
Parents of young adults with mental handicaps unrelentingly spend a 
significant amount of time interacting with a variety of professionals and service 
agencies. Though the intentions of these professionals and service agencies were 
to be supportive in nature, interviews of parents by Turnbull and Turnbull (1986) 
provided convincing evidence indicating that, rather than being a source of 
support, parent-professional relationships were often strained.
Professionals have come to understand that the only people who have 
continuous and stable contact with the student who is mentally handicapped 
throughout the transition from school to adult life are the student’s parents. 
Because of this, professionals assume that parents are always eager and capable of 
assuming an active role in case management. As Everson and Moon (1987) 
pointed out, this assumption sometimes hindered the adjustment of young adults
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with mental handicaps to post-secondary life. These writers say that parents 
become tired of the endless meetings and that many do not have the skills to be 
case managers.
Absenteeism and Dropping Out. The dropout phenomenon is a major 
problem confronting all of public education (Gajar et al., 1993). For those with 
mental retardation, dropping out may well be a tragedy of even greater 
proportions. In fact, in the literature, absenteeism and dropping out of school 
were major factors that were described as being responsible for hindering 
post-secondary school adjustment. For example, Wehman (1992) reported a 25 to 
30% drop-out rate of young people with disabilities.
In a similar study, Macmillan (1991) examined the difficulty of comparing 
and drawing meaning from drop-out data by different agencies and examined the 
characteristics of schools attended by students with mental handicaps. In this 
study, the researcher found evidence that specific characteristics of schools were 
closely related to premature drop-out rates. These characteristics included 
differential experiences, peer relations, and changes in youth between 9th and 
12th grades.
Factors that Facilitate
A major goal of special education, as it relates to young adults who are 
mentally handicapped, is to facilitate the post-secondary adjustment of these 
young adults into the world of employment and independent living. Factors
discussed in the literature as those which facilitate post-secondary adjustment 
follow.
Parent Involvement. The importance of parents’ experiences in the design 
of services for their students with mental handicaps was cited as being crucial to 
the facilitation of the transition process as early as 1981. According to Suelzle 
and Keenan (1981), parents’ familiarity with the programs available for their 
young adults with mental handicaps can only improve the special education 
processes of planning for the future, providing appropriate programming, and 
training for post-secondary employment and independent living.
McCarthy, Everson, Moon, and Barcus (1985) revealed evidence that only 
a decade ago parents of youth with mental retardation had been overlooked as a 
data source for transition planning. A few years later, Ianacone and Stodden 
(1987) identified parent involvement as a very critical component in the process of 
the transition of young adults with mental handicaps into the world of 
independence and employment. These authors maintained that parents became 
facilitators by accepting responsibilities that were significant to the process of 
transition including parents as planners, advocates, participants, and providers of 
unique information.
A review of special education issues from a parent’s perspective was 
initiated by McDonnell, Wilcox, Boles, and Bellamy (1987), because, in the past, 
many decision-makers throughout transition processes had been unaware of what 
parents perceived as being important. Information was gathered from the parents
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of young adults with mental handicaps and examined to determine what parents 
perceived as service needs. General categories of service needs prioritized by 
parents included (a) income support, (b) vocational support, (c) residential 
services, and (d) individual family planning.
Specific responses from parents projected vocational services as the most 
important service need for their young adults with mental handicaps, not only at 
graduation, but five and ten years after graduation. Income support and 
residential services were identified as the second and third most important service 
needs at graduation. At five and ten years after graduation, the order of 
anticipated needs was reversed with the result that residential services was second 
most important, and income support was ranked third. The aggregate data did 
not eliminate the need for individual family planning; however, the group data did 
suggest what types of services would be needed if a more comprehensive study of 
parents of high school students with severe handicaps was used to assist state 
planners to project resource needs for expanding vocational day and residential 
programs.
Functional Curriculum. Advocates of transitional services consistently 
stress the importance of a functional curriculum for students with disabilities. The 
functional curriculum has been associated for some time with students who are 
severely and moderately retarded. Bates et al. (1981) defined the functional 
curriculum as a curriculum in which students learn functional skills in the most 
appropriate setting for specific acquisition, encompassing more than preparation
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for employment. Bates et al. (1981) maintained that a functional curriculum 
reflected actual skills required in job situations, ensuring that skills which were 
learned in this context could be better applied in the work setting.
Integrated Schools. People with disabilities consistently perform better in 
integrated work environments and natural community settings (Bates et al., 1981). 
They felt that the integration of students with handicaps into schools had some 
benefits and suggested that integrated training benefited these students in learning 
those communication and social skills that were necessary in the world of work. 
According to these writers, integration ensured that these youth were held to 
realistic goals and skill levels.
Community-based Services. Mithaug and Horiuchi (1983) suggested that 
special educators were often more helpful in finding jobs for young adults with 
mental handicaps than were parents. Special educators provided students with 
access to a variety of activities in integrated community sites during the transition 
period so that the students were familiar with these activities and sites after 
school. Special educators also arranged paid placement and training during the 
final transition phase.
Schools serving students with handicaps assumed the responsibilities 
involved in both the instrumentation and implementation of special education. 
Everson and Moon (1987) saw the services provided by secondary special 
educators as the most important services that schools provided. They looked to 
secondary special educators as providers of community-based vocational training
and detectors of community functioning sites for the student with mental 
handicaps.
The appropriateness of the actual vocational site was pointed out by 
Wehman (1992) as a factor that facilitated post-secondary adjustment in the area 
of employment. He said that several characteristics of successful vocational 
training sites have emerged over the years. The first characteristic of successful 
vocational training sites emerged when the reality surfaced that the primary 
purpose of the site is to give students work experience. The second characteristic 
of successful vocational training sites came about when the work sites finally 
offered opportunities to perform a variety of tasks. The third and final 
characteristic emerged when the sites began to provide maximal opportunities for 
individuals to work and interact with nondisabled employees.
Commitment to Systems Change and Service Coordination. A final 
facilitator of post-secondary adjustment to employment and independent living 
occurs when those who work for service agencies were committed to young adults 
with mental handicaps and their parents. Successful transition occurs only when 
all facilitators of transition (e.g., parents, schools, service agencies) have been 
committed to systems change and service coordination (Patton et al., 1990).
Summary
In the historical overview of the career and vocational services provided by 
special education, the 1970s stand out as a period of time when powerful gains 
were made for those who are mentally handicapped. Right to treatment was
provided to those who are handicapped with the passing of the landmark 
Education for All Handicapped Children Act in 1975. In the 1980s, the Regular 
Education Initiative gained momentum along with the various educability and 
bioethical debates.
The myriad of studies completed on employment and employability are so 
different in terms of population samples, sampling techniques, size of area 
sampled, and point in time the surveys were undertaken, that the task of drawing 
conclusions was not an easy one. However, leading researchers seem to agree on 
one point: the data reveal massive underemployment of young adults who are 
mentally handicapped (Brolin, 1973; Halpern, 1985; Hasazi et al., 1985; Mithaug 
et al., 1983).
For the most part, unemployment of individuals with severe handicaps is a 
national problem. For example, the Harris Poll (1986) indicated that two out of 
three disabled Americans were unemployed.
The studies reviewed in the employment outcomes section generally 
reflected an unemployment rate across all levels of handicapped youth of five to 
ten times more than nonhandicapped persons. This seems to be true whether 
these individuals live in Vermont, Colorado, Minnesota, or Virginia.
The studies on living conditions indicated that people with mental 
handicaps encounter many difficulties in becoming independent. These difficulties 
go far beyond gaining and maintaining employment. In fact, nearly every aspect 
of their lives presents special difficulties (e.g., mobility, financial stability, and
living conditions). Much of the difficulty experienced was due to a lack of 
opportunities to learn the skills needed to be an autonomous individual. The 
literature reviewed on independent living seemed to indicate that the worst enemy 
of independence is the lack of opportunities to learn and practice skills.
For many of the authors whose work was reviewed in this chapter, parents, 
school personnel, and service agency personnel were perceived as being 
instrumental in the special education delivery efforts. It was pointed out that 
these individuals have the power to either facilitate the adjustment or impede the 
adjustment of students with mental handicaps as they move out of school into the 
adult world of work and independent living.
With regard to schools and what schools do for young adults with mental 
handicaps, Bates et al. (1981) summed it up when they identified the critical 
program characteristics that contributed to effective programming goals. A 
functional curriculum, integrated classrooms, and community-based services are 
important variables to consider when thinking about the actual facilitation of post- 
secondary outcomes for these students.
Developing ways to improve special education services requires input from 
parents and secondary special education teachers as well as from other service 
delivery professionals. The importance of gaining input from all who are involved 
in the special education plans of these young adults is critical in order to provide 
the services needed for survival in the world in which these young adults with 
mental handicaps must live and work.
CHAPTER III
METHODOLOGY
The purpose of this study was to relate the special education training that 
107 young adults with mental handicaps had prior to 1988 to their post secondary 
living conditions and employment status in 1989. The data used in this study 
came from a survey initiated by the Department of Public Instruction’s Division of 
Special Education for the state of North Dakota and was tabulated by the Bureau 
of Educational Services and Applied Research at the University of North Dakota 
(see Appendix A). The surveys used for this current study targeted young adults 
with mental handicaps. The results of the surveys were used to determine the 
relationship between the special education services that are provided in North 
Dakota schools and the post-secondary outcomes that former students with mental 
handicaps are experiencing.
Procedures of the Study
A task force from the Department of Public Instruction’s Division of 
Special Education for the state of North Dakota used questions from an Iowa 
survey instrument to format the interview questions used in this survey. The task 
force determined that data would be collected through school records, through 
contact with the former students, or from parents or other family members (see
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Appendix B). The subjects and/or their caregivers were to be interviewed 
face-to-face. As a last resort, interviews were to be conducted by telephone. In 
every case, the purpose of the project was explained and informed consent was 
received prior to the interview.
Training of the data collectors was conducted by the task force members 
during May of 1989. The director in each of the participating special education 
units and the administrators of state schools served as coordinators of data 
collection.
A total of 413 interviews was processed. Full data were attained on 
approximately 313 young adults with handicaps. Data were gathered on all areas 
of handicapping conditions, but for this current study, only the data on 107 
subjects with mental handicaps were used. The completed interviews were sent to 
the Division of Special Education, and the data from the interviews were 
forwarded to and tabulated by the Bureau of Educational Services and Applied 
Research at the University of North Dakota in 1990.
Subjects
The subjects’ ages ranged from 17 years old to over 21 years old (see 
Table 1); participants exited school at least one year prior to the study. They 
were both male (n = 51) and female (n = 56).
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Table 1
Age Categories of Mentally Handicapped Subjects Surveyed (Frequencies and 
Percentages')
Subjects f %
19 years old or less 7 8
20 years old 29 27
21 years old 29 27
Over 21 years old 42 38
Total 107 100
The subjects attended urban and rural schools in the state and had been 
out of school for a period of time (see Table 2).
Table 2
High School Community Size (Frequencies and Percentages)





About 21% of the subjects were identified as trainable mentally 
handicapped, and 79% were identified as educable mentally handicapped. Six 
percent were last enrolled in regular classrooms, 30% were last enrolled in 
resource rooms, and 60% were last enrolled in separate classrooms. The 
remaining 5% were last enrolled in other facilities. Seventy-nine percent of these 
students completed high school, with 66% earning high school diplomas.
Instrumentation
A 63-item interview instrument was designed by the Special Education 
Division of the Department of Public Instruction in North Dakota to solicit survey 
information (see Appendix A). The interview instrument was designed to gather 
and identify needs concerning post-secondary outcomes of young adults with 
mental handicaps. The cover sheet recorded the following information: (a) 
subjects name, (b) interviewer’s name, (c) subject’s graduation status, (d) special 
education district ID number, and (e) the name of the special education unit.
Also, questions were asked about how the interviews were arranged. The cover 
sheet was used to record exactly how complete the interview was and included a 
record of attempts made to interview the subjects.
The interview instrument was designed to assess a large number of 
variables including (a) school experience, (b) work record, (c) post-secondary 
training, (d) residential status, and (e) social and recreational activities (see Table 
3 for a listing of variables included on the instrument).
Table 3
Interview Items
1. Demographics, age, gender, severity of handicapping condition, community 
size.
2. School record information, graduation status, vocational education classes, 
career/vocational education classes, extracurricular activities, job training, 
community skills training.
3. Current living conditions.
4. Current employment status, wages, benefits, why left job.
Data Analysis
The intent of this study was to relate the school special education training 
that young adults with mental handicaps had to their employment status and living 
conditions. Inferential chi-square tests of independence and descriptive methods 
were employed.
Permission to use the data collected through the survey on the post­
secondary outcomes of young adults with mental handicaps was obtained from the 
Division of Special Education in December of 1992 (see Appendix C). The 
computer program used was Statistical Programming for the Social Studies 
(SPSS-X) Users Guide, Third Edition. The data collected by the original 
interviewers were coded and presented in the form of frequencies and percentages
of the subjects who selected each alternative for each survey item. The data on 
young adults with mental retardation were pulled from the original SPSS-X file 
and converted to an SAS file. The frequency procedure of SAS was employed to 
analyze data. An Alpha Level of .05 was selected for significance; this means that 
chi-squares producing an Alpha Level of .05 or less only were be interpreted (i.e., 
95% confidence level. Due to small numbers of cases in the cells of certain 
tables, several variables were collapsed from multiple category to two-or-three 
category variables.
CHAPTER IV
PRESENTATION OF THE DATA
The purpose of this study was to relate the school special education 
training of 107 young adults with mental handicaps received prior to 1989 to their 
employment status and living conditions in 1989. The organization of Chapter IV 
directly follows the tests of hypothesis stated in Chapter I. Chi-square contingency 
tables were used to analyze all data as all variables were categorical in nature.
The levels of several categories were collapsed due to low numbers.
Employment Outcomes
Null Hypothesis One: There is no statistical dependency between graduation 
status and employment status.
In Table 4, descriptive data for Hypothesis One are shown. As can be 
seen, graduation status was defined as currently (at the time of data collection) 
"having a high school diploma," versus "having a special certificate" or "dropped 
out." Employment status was defined as either "having a job for pay" or "not 
working for pay." The relationship between graduation status and employment 
status was examined using the chi-square statistic, and descriptive percentages and 
frequencies are shown as well.
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Data on the post-secondary employment status were examined in terms of 
whether the person was working at a job for pay or not working at a job for pay. 
Data on graduation status were examined in terms of whether the individual had 
a high school diploma, a special certificate, or dropped out of school.
Of the 107 subjects interviewed, 91 mentally handicapped young adults 
responded to the variables "graduation status" and "employment status." Sixty-six 
(73%) out of the total sample received high school diplomas, while 15 (16%) out of 
the total sample received special certificates. Ten (11%) dropped out of school.
In looking at those who were holding a job for pay, 69 (76%) were 
employed for wages, while 22 (24%) were not earning a salary. Of the 69 (76%) 
who were working, four (6%) subjects were school drop outs, 12 (17%) subjects 
earned special certificates while in school, and 53 (77%) of the subjects earned 
high school diplomas.
All else being equal, the data showed that more high school graduates with 
mental handicaps in North Dakota were employed for pay than were those who 
earned special certificates or dropped out of school. Fewer high school graduates 
than expected by chance were unemployed.
Null Hypothesis Two: Hourly wage did not differ as a function of graduation 
status.
In Table 5, the relationship between hourly wage and graduation status is 
described. As can be seen in Table 5, high school graduates were separated from









Status f % f % f % f %
Has job for pay
currently 53 77 12 17 4 6 69 76
Not working for
pay currently 13 59 3 14 6 27 22 24
Total 66 73 15 16 10 11 91 100
Note, x 2 (2, n = 91) = 7.87, £  = .020; significant; there is a relationship between 
graduation status and employment status. The null hypothesis is rejected because 
there is a statistical dependency. Further discussion of this hypothesis can be 
found in Chapter V.
others who exited school, because this group had larger numbers than did those 
who were assigned to the combined group, which was made up of those who had 
earned special certificates or who dropped out. Hourly wage was categorized into 
two groups, $0.00 to $3.35 an hour versus $3.36 an hour and up. A chi-square test
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was used to test for a relationship between the two categorical variables, "hourly 
wage" and "graduation status."
The variables originally collected under the heading "graduation status," 
included high school graduation, special certificates, and dropped out. Due to 
small numbers of cases in this study, the variables were collapsed from three 
categories to two categorical variables (i.e., graduation status and other).
The results of the survey indicated that a total of 66 subjects were 
categorized as high school graduates, and 25 were in the "other" category (i.e., 
special certificate or dropped out). Forty-one (62%) high school graduates earned 
up to $3.35 per hour, while 25 (38%) of the high school graduates earned $3.36 or 
more per hour. Although 20 (80%) of those subjects included in the "other" 
sample indicated that they were earning $3.35 or below, five (20%) of this 
sample indicated that they were earning $3.36 or more.
The nonsignificant chi-square indicated that there was no relationship 
between hourly wage and graduation status. In other words, high school 
graduation did not produce a high wage as measured here.
Hypothesis Three: There is no statistical dependency between career-vocational 
training and employability.
Pertinent information regarding the relationship between career vocational 
training and experiences, and employment and wages, is shown in Tables 6 
through 14. Again, due to the small number of cases in the cells, the variables 
were collapsed from multiple categories to two-or-three variable categories.
Table 5
The Relationship between Hourly Wage and Graduation Status
Hourly wage
$0 - $3.35/ $3.36/hour
hour and1 up Total
Graduation status f % f % f %
High school graduation 41 62 25 38 66 100
All others 20 80 5 20 25 100
Total 61 67 30 33 91 100
Note, x2 (1. n = 9H = 2.62. p = .105; nonsignificant, i.e., there was no
relationship between graduation status and hourly wage. Null hypothesis 2 is not 
rejected, therefore, it can be assumed that there was no relationship between 
hourly wage and graduation status. Further discussion of this hypothesis can be 
found in Chapter V.
As can be seen in Table 6, "job for pay" was divided into two groups as 
"yes, having a job for wage" and "no, no job and no wages." "Off-campus 
programming" was also treated as a "yes/no" dichotomous variable. Cell 
frequencies and percentages were included in the table.
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A total of 83 subjects made up the sample responding to the variables, 
"off-campus programming" and "job for pay." Of the 83 subjects, 25 (66%) 
indicated that they had received off-campus programming and had a job for pay. 
Thirteen (34%) subjects indicated that, although they had received off-campus 
programming while in school, they did not have a job for pay at the time of the 
survey. Thirty-seven (82%) did not have off-campus programming but reported 
that they had a job for pay, while eight (18%) indicated that they had neither off- 
campus programming nor a job for pay.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between job for pay and off-campus programming. In other 
words, having had off-campus programming did not predict employment status. 
Table 6
The Relationship between Job for Pay and Off-Campus Programming
Job for pay
Yes No Total
Off-campus programming f % f % f %
Yes 25 66 13 34 38 100
No 37 82 8 18 45 100
Total 62 75 21 25 83 100
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Note. No statistical dependency: x 2 (1, n = 83) = 2.024, £  = .155; nonsignificant,
i.e., there was no relationship between career vocational training and 
employability. Null Hypothesis 3 was not rejected; it can be assumed that there 
was no relationship between off-campus programming and job for pay. Further 
discussion on this hypothesis can be found in Chapter V.
Table 7 investigated the relationship between "enrollment status in career 
vocational training" and "job for pay." Both frequencies and percentages are 
shown.
The results of the survey indicated that of the 86 subjects reporting, 9 
(60%) had both received career vocational training and were working for pay in 
comparison to 54 subjects (76%) who reported having a job for pay, although they 
had received career vocational training. Of the 15 subjects who indicated that 
they had a job for pay, 6 (40%) indicated that they had no career vocational 
training, but had a job for pay, while 17 subjects (24%) reported neither having 
career vocational training nor a job for pay.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between job for pay and off-campus programming. In other 
words, off-campus programming produced no employment benefits as measured
here.
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The Relationship between Enrollment Status in Career Vocational Training 




Job for pay f % f % f %
Yes 9 60 6 40 15 100
No 54 76 XL 24 71 100
Total 63 73 23 27 86 100
Note. No statistical dependency: x2 (1, n = 86) = 1.63, £  = .202; nonsignificant,
i.e., there was no relationship between career vocational training and having a job 
for pay. Null Hypothesis 3 was not rejected. Therefore, it can be assumed that 
there was no relationship between career vocational training and having a job for 
pay. Further discussion of this hypothesis can be found in Chapter V.
In Table 8 the relationship between "school-based work" and "job for pay" 
is investigated. School-based work experience was examined for its relationship 
with post-secondary jobs for pay. Both frequencies and percentages were 
displayed.
Eighty-four subjects responded to the interview questions relating to the 
variables, "school-based work" and "job for pay." Twenty subjects (24%) reported 
having a job for pay, while 64 (76%) indicated not having a paying job.
Seventeen subjects (28%) indicated that they had experienced school-based work 
as students and currently had a job for pay. Forty-four subjects (72%) indicated 
that they had experienced school-based work but did not have a job for pay. Of 
the 23 who did not experience school-based work, 3 (13%) indicated that they had 
a job for pay, and 20 (87%) subjects reported that they did not have a job for pay.
The nonsignificant chi-square indicated that there was no statistical 
relationship between career vocational training and having a job for pay. For 
example, career vocational training produced no employment benefits, as 
measured here.
Table 8
The Relationship between School-Based Work and Job for Pay
Job for pay
Yes No Total
School-based work f % f % f %
Yes 17 28 44 72 61 100
No 3 13 20 87 23 100
Total 20 24 64 76 84 100
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Note. No statistical dependency: x 2 (1, n = 84) = 2.024, £  = .155; nonsignificant,
i.e., there was no relationship between school-based work and job for pay. Null 
Hypothesis 3 was not rejected. Therefore, it can be assumed that there was no 
relationship between school-based work and job for pay. Further discussion of 
this hypothesis can be found in Chapter V.
Pertinent information was given in Table 9 regarding the relationship 
between "paid school work experience" and currently having a "job for pay." 
Having work experience for pay was divided into "yes" and "no" responses, as was 
"currently having a job for pay." Both frequencies and percentages were reported.
A total of 84 subjects in the sample of young adults with mental handicaps 
responded to the variables "job for pay" and "work experience for pay." Twenty- 
three respondents (38%) had received "work experience for pay" and currently 
had a "job for pay," while eight respondents (35%) reported that they "did not 
have work experience for pay" but had a "job for pay."
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between school-based work experience and having a job for 
pay. School-based work experience produced no employment benefits.
In Table 10, "job for pay" was related to "school-based work experience 
with no pay. If "school-based work experience with no pay" was part of the 
secondary special education training program and "current post-secondary 
employment for pay" was indicated, "yes" was marked. If no secondary
Table 9
The Relationship between Paid School Work Experience and Job for Pay
Job for pay
Yes No Total
Work experience for pay f % f % f %
Yes 23 38 38 62 61 100
No 8 35 15 65 23 100
Total 31 37 53 63 84 100
Note. No statistical dependency: x 2 (1, n = 84) = 2.694, p = .101; nonsignificant,
i.e., no relationship between work experience for pay and job for pay. Null 
hypothesis was not rejected, therefore, it can be assumed that there was no 
relationship between work experience for pay and job for pay. Further discussion 
of this hypothesis can be found in Chapter V.
"school-based work experience" occurred, but "job for pay" was the case, "yes" was 
marked. "No" was marked if neither "school-based work experience" occurred nor 
"job for pay" was indicated. Both percentages and frequencies were presented.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between school work experience with no pay and job for
Table 10
The Relationship between Current Job for Pay and School-Based Work 
Experience with No Pav
Job for pay
School-based work Yes No Total
experience, no pay f % f % f %
Yes 23 38 38 62 61 100
No 8 35 15 65 23 100
Total 31 37 53 27 84 100
Note. No statistical dependency: *2 (1, n = 84) = .061, £ = .805; nonsignificant,
i.e., there was no relationship between job for pay and work experience with no 
pay. Null hypothesis 3 was not rejected, therefore, it can be assumed that there is 
no relationship between job for pay and work experience with no pay. Further 
discussion of this hypothesis can be found in Chapter V.
The relationship between the categories, "career-vocational training" and 
"wages earned" is laid out in Table 11. As can be seen, "wages earned" were 
described in terms of $3.35 and less and $3.36 and more. "Enrollment in career 
vocational training" was indicated by "yes, enrolled in career vocational training" 
or "no, career vocational training not experienced."
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Eighty-eight subjects responded to the variables, "vocational training" and 
"wages earned." Of the 73 subjects who reported earning wages of $3.36 and up, 
49 (66%) had experienced career-vocational training. Of the 15 who reported 
earning $3.35 and below; 10 (67%) had career vocational training.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between career vocational training and wages earned. In 
other words, career vocational training produced no employment benefits among 
members of the current sample.
Table 11
The Relationship between Career-Vocational Training and Wages Earned
Enrolled in career vocational training
Yes No Total
Wages earned f % f % f %
$3.35 and less 10 67 5 33 15 100
$3.36 and more 48 66 25 34 73 100
Total 58 66 30 34 88 100
Note. No statistical dependency: x 2 (1, n = 88) = .005, £  = .946, nonsignificant,
i.e., there was no statistical dependency between career vocational training and 
wages earned. Null hypothesis 3 was not rejected. Therefore, it can be assumed
that there was no relationship between career vocational training and wages 
earned. Further discussion of this variable can be found in Chapter V.
The relationship between "school-based work" and "current wages earned" 
is displayed in Table 12. Whether or not subjects experienced "school-based 
work" was treated as a yes-no dichotomous variable. Likewise, "current wages 
earned" categories were collapsed into two levels, "$3.35 or less" and earning 
"$3.36 or more." Descriptive data were displayed in terms of frequencies and 
percentages.
School-based work was experienced by 58 subjects in the 87-subject sample, 
with 29 subjects reporting no work experience while in school. Seventeen (2 9 % )  
of those subjects indicated they had school-based work experience and reported 
earning wages $3.35 per hour or below. Forty-one (71%) of those indicated they 
had school-based work and reported earning more than $3.35 per hour.
The nonsignificant chi-square revealed the existence of no statistical 
relationship between school-based work and current wages earned. In other 
words, no employment benefits, as measured here, resulted from having had 
school-based work experience.
The relationship between "current wages earned" and "paid work 
experience" is laid out in Table 13. Data are reported in terms of both 
frequencies and percentages.
Table 12
The Relationship between School-Based Work and Current Wages Earned
Current wages earned
_<$2(.35 _>.$3.36 Total
School-based work f % f % f %
Yes 17 29 41 71 58 100
No 6 21 23 79 29 100
Total 23 26 64 74 87 100
Note. No statistical dependency: x 1 (1, n = 87) = .739, £ = .390; nonsignificant,
i.e., there was no statistical dependency between school-based work and current 
wages earned. Null hypothesis 3 was not rejected. Therefore, it can be assumed 
that there was no relationship between school-based work and current wages 
earned. Further discussion of this hypothesis can be found in Chapter V.
A total of 87 subjects responded to the variables, "current wages earned" 
and "paid work experience." Fifty-eight (45%) subjects reported that they had 
paid work experience, and 29 (26%) subjects reported that they did not have paid 
work experience. With regard to wages earned, 20 (34%) who had paid work 
experience indicated that they earned $3.35 per hour or less, while 12 (42%) 
without paid work experience earned in the same category. Those who earned
$3.36 per hour or more included 38 (66%) subjects with paid work experience and 
17 (58%) subjects without paid work experience.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between current wages earned and paid work experience. 
Table 13
The Relationship between Current Wages Earned and Paid Work Experience
Current wages earned
<S2S.35 _>$3.36 Total
Paid work experience f % f % f %
Yes 20 34 38 66 58 100
No 12 42 XL 58 29 100
Total 32 37 55 63 87 100
Note. No statistical dependency: x 2 (1, n = 87) = .395, £ = .529; nonsignificant,
i.e., there was no relationship between paid work experience and current wages 
earned. Null hypothesis 3 was not rejected. Therefore, it can be assumed that 
there was no relationship between paid work experience and current wages 
earned. Further discussion of this variable can be found in Chapter V.
The relationship between "career vocational training with credit and no 
pay" and "current wages earned" was looked at in Table 14. Descriptive data were 
reported in terms of frequencies and percentages.
A total of 58 of 87 subjects (66%) had experienced paid work experience, 
and a total of 29 (33%) subjects in the sample had not. Thirty-one (36%) of the 
subjects were earning $3.35 per hour or below, and 56 (64%) were earning $3.36 
per hour or more. The 36 (62%) with paid work experience reported having the 
greater earnings ($3.36 and up), while 20 (69%) with no paid work experience 
reported earnings at this level.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between career vocational training and current wages 
earned. In other words, career vocational training produced no employment 
benefits here as measured via current wages.
Null Hypothesis Four: There is no statistical dependency between community size 
and post-secondary employment.
In Table 15, the relationship between "community size" and "work for pay 
versus no work for pay" is described. "Community size" was defined in terms of 
"rural" and "urban." A chi-square test was used to test for a relationship between 
the two categorical variables, community size and employment, and data were 
reported in terms of frequencies and percentages.
Table 14
The Relationship between Career Vocational Training with Credit and No Pav 
and Current Wages Earned
Wages earned
x<:$3.35 x_>$3.36 Total
Paid work experience f % f % f %
Yes 22 38 36 62 58 100
No 9 11 20 69 29 100
Total 31 36 56 64 87 100
Note. No statistical dependency: x2 (1, n = 87) = .401, £ = .527; nonsignificant,
i.e., no relationship between career vocational training with credit and no pay and 
current wages earned. Null hypothesis 3 was not rejected. Therefore, it can be 
assumed that there was no relationship between career vocational training with 
credit and no pay and current wages earned. Further discussion of this hypothesis 
can be found in Chapter V.
A total of 86 subjects responded to the variables, community size and 
employment. Sixty-three (73%) of the subjects reported being from urban areas 
and 23 (26%) lived in rural areas.
Of those indicating that they worked for pay, 28 (44%) lived in urban 
areas, and 9 (39%) lived in rural areas. Thirty-five (56%) of those living in urban 
areas reported not working for pay, and 14 (61%) of those living in rural areas 
reported not working for pay.
The nonsignificant chi-square indicated that no nonstatistical relationship 
between community size and attaining employment exists. In other words, 
residence in an urban school produced no measurable increases in hourly wage. 
Table 15
The Relationship between Community Size and Work for Pay Versus No Work 
for Pay
Not working
Work with pay for pay Total
Community size f % f % f %
Urban 28 44 35 56 63 100
Rural 9 39 14 61 23 100
Total 37 43 49 57 86 100
Note. No statistical dependency: x 2 {\, n = 86) = •194,2 = .066; nonsignificant,
i.e., no relationship between community size and employment. Null hypothesis 4 
was not rejected. Therefore, it can be assumed that there was no relationship
between community size and employment. Further discussion of this hypothesis 
can be found in Chapter V.
Null Hypothesis Five: There will be no statistical dependency between severity of 
mental retardation and wages earned.
The relationship between "severity of mental retardation" and 
"employment" is shown in Table 16. The relationship between "severity of mental 
retardation" and "employment status" was examined via the chi-square statistic; 
both percentages and frequencies are shown.
Eighty-six subjects responded to the variables, severity of mental 
retardation and employment. Thirty-nine (45%) reported being mildly mentally 
retarded, 30 (35%) reported being moderately mentally retarded, and 17 (20%) 
reported being severely mentally retarded.
Of those who were mildly mentally retarded, 26 (41%) worked for pay, and 
13 (57%) did not work for pay. Of those who were moderately mentally retarded, 
30 (38%) reported work for pay, and 6 (26%) did not work for pay. It was 
reported that 13 (21%) of those were severely mentally retarded were working for 
pay, and 4 (17%) were not working for pay.
The nonsignificant chi-square indicated that there was no statistical 
relationship between severity of mental retardation and work for pay versus no 
work for pay. In other words, level of retardation had no affect on employment
status as measured here.
Table 16
The Relationship between Severity of Mental Retardation and Employment Status
Severity of mental retardation
Mild Moderate Severe Total
Employment f % f % f % f %
Work for pay 26 41 24 38 13 21 63 100
Not work for pay 13 57 6 26 4 XL 23 100
Total 39 45 30 35 17 20 86 100
Note. No statistical dependency: x 2 (2, n = 86) = 1.650. £  = .438; nonsignificant, 
i.e., there was no relationship between severity of mental retardation and 
employment. Null hypothesis 5 was not rejected. Therefore, it can be assumed 
that there was no relationship between severity of mental retardation and 
employment. Further discussion about this hypothesis can be found in Chapter V.
Living Conditions at Adulthood
Null Hypothesis One: There is no statistical dependency between graduation and 
independent living status.
The relationship between the variables "graduation status" and 
"independent living status" appears in Table 17. "Independent living status" was 
described as "renting," "living in a group home or supported apartment," or "living
with family or in an institution." "Graduation status" was described as "having a 
high school diploma" or "other". The category "other" included those who dropped 
out and those having special high school certificates. Chi-square was used to 
relate independent living status with graduation status. Frequencies and 
percentages are shown in Table 17.
Ninety-two subjects responded to the variables, "graduation status" and 
"independent living status." As can be seen in Table 17, 57 (62%) of the subjects 
continued to live with their families after leaving school. Thirteen (14%) lived in 
group homes and supported apartments, and 22 (24%) reported renting.
Seventeen (25%) who graduated from high school made up the sample of renters, 
while 5 (19%) of those who did not graduate from high school (n = 26) were 
renting. Forty two (64%) of the "graduates" lived with their families, while 15 
(58%) of those in the "other group" lived with their families.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between graduation and independent living status. In other 
words, graduation status had no effect on living conditions as measured here. 
Hypothesis Two: There is no relationship between community skills training and 
post-secondary living conditions.
"Community skills training" and "post-secondary living conditions" are 
shown in Table 18. Living conditions included "independent/renting," "group 
home or supported apartment," and "living with family or in an institution." If the 
subject received community skills training, it was indicated by "yes" or "no." The
Table 17
The Relationship between Graduation and Independent Living Status
Independent living status
Group home/ Family/
Renting supported apartment institution Total
Graduation status f % f % f % f %
High school
diploma 17 25 7 11 42 64 66 100
Other 5 12 6 23 .15 58 26 100
Total 22 24 13 14 57 62 92 100
t
Note. No statistical dependency: x2 (2, n = 92) = 2.492, £  = .288; nonsignificant, 
i.e., there was no relationship between graduation status and independent living 
status. Null hypothesis 1 was not rejected. Therefore, it can be assumed that 
there was no relationship between graduation status and independent living status. 
Further discussion about this hypothesis can be found in Chapter V.
chi-square statistic was calculated to test for the relationship between community 
skills training and post-secondary living conditions.
Of the 85 subjects responding to the variables, community skills training 
and living conditions, 13 (15%) were renting, 13 (15%) lived in group homes or in 
supported apartments, and 59 (70%) continued to live with their families (70%).
Forty-four (71%) of those respondents who reported having community skills 
training also reported that they continued to live with their families. Of the 23 
who reported that they didn’t have community skills training, 15 (65%) also 
reported that they were living with their families.
No nonrandom statistical relationship was observed between community 
skills training and post-secondary living conditions. In other words, community 
skills training had no measurable effect on living conditions.
Table 18
The Relationship between Community Skills Training and Post-Secondary Living 
Conditions
Living conditions
Independent/ Group home/ Family/
Community skills Renting supported apartment institution Total
training f % f % f % f %
Yes 9 14 9 15 44 71 62 100
No 4 18 4 17 15 65 23 100
Total 13 15 13 15 59 70 85 100
Note. No statistical dependency: x 2 (2, n = 85) = .261, £  = .878; nonsignificant, 
i.e., there was no relationship between community skills training and living 
conditions. Null hypothesis 2 was not rejected. Therefore, it can be assumed that
there was no relationship between community skills training and living conditions. 
Further discussion about this hypothesis can be found in Chapter V.
Hypothesis Three: Post-secondary living conditions did not differ with the severity 
of mental retardation.
As can be seen in Table 19, "severity of mental retardation" was 
categorized into two groups, "mild and moderate" versus "severe." "Living 
conditions" were described as "living independently," "living in a group home," and 
"living with parents or in an institution." A chi-square test was used to test for a 
relationship between the two categorical variables, "severity of mental retardation" 
and "living conditions."
A total of 107 subjects responded to the variables "living conditions" and 
"severity of mental retardation." Eighty-seven (81%) indicated that they were 
either mildly or moderately retarded, while it was reported that 20 (19%) were 
severely retarded. Of those who lived independently, 31 (89%) indicated that they 
were mildly or moderately retarded, and 4 (11%) indicated that they were 
severely retarded. Of those living with parents or in institutions, 48 (81%) were 
mildly to moderately mentally retarded, and 11 (19%) were severely retarded.
The nonsignificant chi-square indicated that there was no nonrandom 
statistical relationship between severity of mental retardation and living 
conditions. For example, severity of mental retardation had no effect on 
independence of living conditions as measured here.
Table 19
The Relationship between Living Conditions and Severity of Mental Retardation
Severity of mental retardation
Yes No Total
Living conditions f % f % f %
Independent 31 89 4 11 35 100
Group home 8 62 5 38 13 100
Parents/institution 48 81 11 19 59 100
Total 87 81 20 19 107 100
Note. No statistical dependency: *2 (2, n = 107) = 4.558, £  =.102;
nonsignificant, i.e., there was no relationship between severity of mental 
retardation and living conditions. Null hypothesis 3 was not rejected. Therefore, 
it can be assumed that there was no relationship between severity of mental 
retardation and living conditions. Further discussion of this hypothesis can be 
found in Chapter V.
CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
The purpose of this study was to relate the special education school 
training that young adults with mental handicaps had in North Dakota prior to 
1989 to their employment and post-secondary living conditions in 1989. It was of 
specific interest to describe those factors which facilitated or impeded the 
adjustment of young adults with mental handicaps to employment and 
independent living.
Chapter V has four sections. In the first section, a brief description of the 
study (i.e., sample and method) is provided. Section two summarizes and 
discusses the results of the study, while section three outlines major conclusions. 
Finally, recommendations based upon the findings are made.
Study Description
The Sample
The original interview data for this study came from a survey initiated by 
the Department of Public Instruction’s Division of Special Education in the state 
of North Dakota. Four hundred thirteen interviews were processed by the 
Division of Special Education, with full data attained on 313 young adults with
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handicaps. For this study, only the data on 107 young adults with mental 
handicaps were used.
The Method
The survey instrument, designed by the Department of Public Education’s 
Division of Special Education, was used to solicit interview information on 
post-secondary outcomes of young adults who had received special education 
services in North Dakota. The interviews were conducted by trained interviewers. 
The data collected throughout the interview process were returned to the Division 
of Special Education by the interviewers and then forwarded to the Bureau of 
Educational Services and Applied Research for tabulation in 1990.
Permission to use the data collected through the survey on post-secondary 
outcomes of young adults with mental handicaps was obtained from the Division 
of Special Education in December of 1992 (see Appendix B). The data were 
pulled from the original SPSS-X data file by the Bureau of Educational Services 
and Applied Research at the University of North Dakota. The data from the 
SPSS-X file were then converted to an SAS file (Freq) and analyzed using the 
chi-square test for categorical data, giving both percentages and frequencies. Due 
to small numbers of cases in the cells of certain tables, several variables were 
collapsed from multiple category to two- or three-category variables. The analyses 
reported may have, in some cases, simplified the variables in the interest of 
statistical propriety in a first look at important relationships.
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Summary and Discussion
In analyzing the findings of this study, it should be kept in mind that a 
relatively small sample size was used. Also, there was no control group of 
nonhandicapped subjects for comparative purposes.
Employment Outcomes
1. The test of hypothesis to determine the relationship between graduation 
status and employment status was significant. Clearly, the results indicated that 
more high school graduates with mental handicaps are employed (77%), as 
compared to those who earned special certificates (17%) or dropped out of school 
(17%) (see Table 4). Hasazi, Gorden, and Roe (1985) had somewhat similar 
results with 59% of the students they interviewed having both a high school 
diploma and employment for wages. Likewise, Mithaug, Horiuchi, and Fanning 
(1985) reported that 69% of their subjects were employed after high school 
graduation in their Colorado study.
From my perspective, it is not surprising to find that more high school 
graduates with mental handicaps in North Dakota were employed and earning a 
salary than were individuals who earned special certificates or dropped out. The 
graduation rate in the state of North Dakota (76%) is one of the highest in the 
United States (North Dakota Census of Population and Housing, 1990). It only 
stands to reason that these high graduation rates would carry over into the 
population of individuals with mental retardation and that potential employers 
would most definitely want to hire individuals who have earned the status of high
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school graduate, as opposed to individuals who have possession of a special 
certificate or who have dropped out of school.
It is surprising, however, that when the U.S. Commission on Civil Rights 
reports unemployment rates between 50 and 80%, so many North Dakota 
graduates with mental handicaps reported being employed. In this current study, 
the employment rate in North Dakota for young adults with mental handicaps is 
77%; this is higher than most rates found in similar studies in other states, such as 
Minnesota at 41% (Brolin, 1973). A logical explanation for this higher 
employment rate might be that many young adults with mental handicaps were 
working in sheltered work shops for minimal wages, and that they reported their 
work status as having a job for pay.
2. The test of hypothesis relating hourly wage to graduation status was 
nonsignificant. As was true in Brolin’s study in 1993, where graduates earned an 
average of $2.08 an hour (minimum wage in 1973), the graduates in this current 
study were also earning minimum wage (see Table 5). However, even though 
over one-third of those graduates employed earned over $3.35 an hour, these rates 
translate to an annual income of less than $10,000 a year for a 40-hour week with 
an average after-tax income of around $8,000. The estimated poverty level for a 
single person in North Dakota is $13,000 (Job Service of North Dakota, 1986); 
therefore, many of the individuals, even though employed, hover below the 
poverty line.
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3. The test of hypothesis relating career vocational training and 
employability was nonsignificant in this study (see Tables 6-14). Career vocational 
training was described as off-campus training, paid work experience, and/or work 
experience for no pay. First, the findings of this study indicated that those 
subjects who did not have career vocational training did as well or better on the 
employment scene as those who did have career vocational training. In addition, 
when comparing the relationship between not having been enrolled in career 
vocational training to having a job for wages, it was revealed that career 
vocational training had little affect on paid employment. In interpreting these 
findings, one must remember that the quality of work life was not taken into 
account.
These findings differ from Brolin’s in 1973. Results of that study indicated 
that past school enrollment in work study programs correlated with better post­
school vocational adjustment.
One reason for these findings, in my opinion, might be that the quality of 
services provided to young adults with mental handicaps by career vocational 
programs may leave something to be desired. Clearly, the rural nature of North 
Dakota has the potential of impeding the facilitation of career vocational services 
to young adults with mental handicaps (e.g., a lack of appropriate planning, 
inconsistent curriculum throughout the state, and a lack of communication and 
cooperation among service agencies).
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There are other factors that might be the cause of difficulties for these 
young adults with mental handicaps. The fact that segregation of individuals with 
mental handicaps still prevails in this state is one factor. For example, when 
visiting work activity centers, it is very obvious to see that they are still designed 
only for people who are handicapped. In addition, special education classrooms 
still prevail over integrated classrooms in schools. With regard to the discrepancy 
between Brolin’s study and this study, the majority of jobs available to all young 
people in North Dakota are part-time, entry-level, dead-end jobs (North Dakota 
Census of Population and Housing, 1990). The fact that some young adults are 
mentally handicapped almost guarantees that they are going to end up in these 
jobs, whether they have career vocational training or not.
4. The test of the hypothesis comparing the relationship between 
community size and post-secondary employment was nonsignificant (see Table 15), 
but information describing community size and employment outcomes was 
considered as beneficial to the overall findings of this study, especially in 
comparing the findings to the Hasazi et al. (1985). In the current study, more 
jobs were held by the subjects who lived in urban areas. Likewise, in the Hasazi 
et al. study, it was reported that more jobs were held by their subjects who resided 
in urban areas.
Unemployment rates in rural communities in North Dakota have, for the 
most part, been higher than in the urban areas. In addition to the higher overall 
unemployment rates in rural communities, employment-related services are not as
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readily available as they are in urban areas for either the handicapped or 
nonhandicapped population. This may cause more members to take up residence 
in urban areas, where access to services is more readily available.
5. To provide a composite portrait of the relationship between severity of 
mental retardation and work for wages versus work without wages, employment 
status was compared to severity of mental retardation (see Table 16). The 
relationship was nonsignificant. The comparison yielded evidence that 
employment for wages decreased with the severity of mental retardation.
Although there were no specific studies cited in the literature relating to severity 
of mental retardation and employment for wages, the findings in this study seem 
to agree with the Harris and Associates survey, reporting that 67% of the 1,000 
adults with mental handicaps they surveyed were not employed.
Severely handicapped individuals may have reported sheltered employment 
as "work for pay." Therefore, the findings do not indicate that the severely 
retarded are competitively employed and on equal footing with the mildly and 
mentally retarded.
Again, as a concerned former North Dakota citizen, I believe that those 
who are more mildly handicapped (i.e., mild, moderate) have a greater chance of 
being employed in the adult world, than do those who are severely handicapped. 
The reason I believe this is that, most recently, while staying at a Grand Forks 
motel, I was quite impressed by the number of young adults with mild and 
moderate mental handicaps who were employed in the housekeeping department;
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however, I did not see any individuals who were severely mentally retarded on the 
premises. Although I was impressed by the quality of work that I observed them 
doing and the kind of supervision they were receiving from managers and 
housekeepers, I wondered why individuals with severe mental handicaps wouldn’t 
be able to perform the same duties, given the appropriate training and 
supervision.
Independent Living Status
1. As indicated by the test of hypothesis, there was no significant 
relationship between graduation status and independent living (see Table 17).
Most subjects who earned high school diplomas continued to live with their 
families or in institutions after graduation. Likewise, a majority of the subjects 
who dropped out of school continued to live with their families or in institutions 
after leaving school.
These findings are similar to two studies that were found in the literature. 
Bell (1976) found that a majority of the young adults with mental handicaps who 
were surveyed still lived at home. Bell believed that this was due to the 
increasing complexity of today’s lifestyles. Similarly, Haring and Lovett (1990) 
found that the majority of their subjects were living with their families after 
leaving school. It should be noted, however, that the data may not be directly 
comparable because the populations were somewhat different.
In my opinion, the majority of young adults with mental handicaps in North 
Dakota continued to live at home with their parents, because they did not have
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the appropriate knowledge and skills for independent living. There is still a 
desire, on the part of teachers, to teach academics instead of functional skills to 
students with mental handicaps. This practice would seem counterproductive for 
the student with mental handicaps. It would make more sense to spend time 
teaching the student with mental handicaps those skills that would prepare them 
for independent living, instead of trying to teach them to read and/or write.
2. The test of hypothesis on community skills training and living conditions 
was nonsignificant (see Table 18). A majority of the North Dakota subjects 
continued to live with their parents and families, even though they had community 
skills training. Therefore, the findings indicated that community skills training 
had little impact on living conditions. These findings agree with the findings 
reported in Mithaug et al.’s (1985) study, which suggested that community skills 
training from special education services did not necessarily result in greater 
independence.
In my opinion, there is one reason why community skills training hasn’t 
helped young adults with mental handicaps to become more independent; the 
community skills training that is being taught in North Dakota is, quite possibly, 
inappropriate. Segregation, instead of integration, has been the method of choice 
by North Dakota’s special educators as they attempt to provide these services. 
Since these skills are often taught in the classroom, they are not easily generalized 
into the "real world" setting. Bellamy et al. (1986) seemed to agree, because they
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pointed out that young adults with mental handicaps are sometimes thrust into the 
world without adequate and appropriate training.
3. The test of hypothesis on the relationship between living conditions and 
severity of mental retardation was nonsignificant (see Table 19). Most of the 
respondents in this study were mildly or moderately mentally retarded, while a 
few were severely retarded. Of the subjects reporting, a majority indicated that 
they were living with their families, regardless of the severity of their handicap. 
Likewise, Haring and Lovett (1990) reported that the majority of the subjects in 
their study remained in their parents’ and families’ homes after leaving school.
In my experience, I have found that when my plans are challenged with 
political and/or bureaucratic complications, it is sometimes just easier to not go 
through with them. It would seem that, in this situation, a lack of planning, an 
inadequate curriculum and training, or the lack of communication and 
cooperation among agencies may contribute to many parents’ decisions to go with 
a simpler idea. Parents of young adults who are handicapped are faced with a 
multitude of these situations, and it is possible that they finally just say, "Forget it. 
My child will stay at home where we know he/she will get the proper care."
Conclusions
Another question must be introduced before any conclusions on 
post-secondary employment and independent living outcomes can be drawn from 
this study on young adults who are mentally retarded. It is questionable whether 
the interview instrument could follow what the subjects were really doing in terms
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of post-secondary education and employment. Were they working in addition to 
going to school? There was no mechanism in place in the interview instrument 
to determine this type of data.
Employment Outcomes
1. The results of this study indicated that more high school graduates with 
mental handicaps in North Dakota were employed and earning a salary in 1989 
than were those individuals who earned certificates or dropped out.
2. There was no relationship between high school graduation status and 
wages earned.
3. There was no relationship between career vocational training and 
employment status.
4. There was no relationship between community size and attained 
employment.
5. There was no relationship between severity of retardation and 
employment status.
Living Conditions
1. There was no relationship between graduation status and independent 
living status.
2. There was no relationship between community skills training and post­
secondary living conditions, in that, regardless of whether the subjects had 
community skills training or not, the parents’ residence was where the majority of 
the subjects lived after leaving school.
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3. There was no relationship between where the subject lived and the level 
of mental retardation, in that a majority of the subjects continued to live with 
their parents after leaving school, regardless of their level of retardation.
Recommendations
Recommendations are presented in this study based upon the data analysis 
and literature review. Recommendations are presented in two parts: (a) 
recommendations for practice, and (b) recommendations for research. 
Recommendations for Practice
1. With regard to preparing young adults with mental handicaps for the 
world of post-secondary employment, it is recommended that training begin early, 
critical job skills in real work environments are taught, and long-term follow- 
through and post-secondary support are offered. This recommendation is 
presented based on the literature review.
In addition, post-school success is often related to the level of education 
completed. Failure to earn a high school diploma makes employment prospects 
dim. Educators need to find ways to keep young adults with mental handicaps in 
school.
2. It is recommended that an attempt be made to adjust salaries, with 
regard to young adults with mental handicaps, so that they are more equitable. 
Young adults with mental handicaps need to earn a wage that will enable them to 
become self-sufficient.
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3. It is recommended that career vocational training be facilitated in an 
integrated setting with a greater stress on vocational education and employment 
and with simultaneous de-emphasis on academics. School-based instruction 
doesn’t generalize to the work place (Stainback & Stainback, 1984). Young adults 
with mental handicaps need to learn the tasks of work when they are at work.
This would provide at least some motivation to these individuals to stay in school. 
The necessity for interagency cooperation is clear. A greater effort needs to be 
made to improve communications between agencies and to cut down as much as 
possible on replication of services. Only through cooperation and collaboration 
will successful transition of young adults with mental handicaps be ensured.
4. It is recommended that communities, regardless of their size, put forth 
greater effort in ensuring that young adults with mental handicaps have 
meaningful jobs.
Living Conditions
1. It is recommended that schools make a special effort to keep young 
adults with mental handicaps in school and that they be taught those skills that 
will help them gain independence in their living conditions.
2. A stronger emphasis on teaching community skills in an integrated 
setting is recommended.
3. It is recommended that independent living be encouraged to the fullest 




1. In future studies, a random sample of students who are mentally 
handicapped and have graduated, along with a matched control group of students 
who are nonhandicapped and have graduated, should be identified. Their 
progress should be tracked throughout their years in high school and followed for 
a specified time once they leave high school.
2. Further research in the area of the skills that are needed for young 
adults with mental handicaps to ensure job advancement and salary increases 
might be done.
3. Further research needs to be conducted on specific programs which lead 
to job advancement for youth with mental handicaps and on determining why 
young adults with mental handicaps continue work in non-profit employment- 
related settings.
4. Studies should be conducted in rural areas in other states so that more 
specific comparisons can be made.
5. Research is recommended to investigate the actual wages earned by 
young adults who are specifically severely mentally handicapped. Information 
regarding training received by those earning higher wages should be gathered and 
used to develop future programming for all who are severely retarded.
Living Conditions
1. Further studies should be conducted on young adults who experience 
success with independent living in order to determine why they are successful.
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The results should be used to plan programs for those young adults with mental 
handicaps who have not been successful in their independence.
2. Again, further studies should be done to determine those community 
living skills that result in independent post-secondary living, and the results should 
be used for future programming.
3. A look at how those young adults with mental handicaps are benefitting 
from living with parents and families might be studied.
Finally, this study is to be viewed as part of an ongoing process designed to 
improve service delivery for young adults with mental handicaps in North Dakota. 
Within this ongoing process, there should be an examination of the activities that 
are having a positive impact on post-secondary outcomes for young adults with 
mental handicaps as well as a description of activities that need changing in order 
to enhance outcomes. This is the context in which these findings and 
recommendations should be received.
APPENDIX A
Follow-up Study of Special Education Students 
from Secondary Schools in the State of North Dakota
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DIVISION OF SPECIAL EDUCATION 
DEPARTMENT OF PUBUC INSTRUCTION 
BISMARCK NORTH DAKOTA
by the
Bureau of Educational Services 
University of North Dakota 
Grand Forks, North Dakota
April 1990
Number of respondents = 413 
Completed interviews on 313 
(only valid percentages are reported)
I . INFORMATION FROM SCHOOL RECORDS
Age of respondent
19 years old or less 10.4
20 years old 42.5
21 years old 3 3 . 3





White, not of Hispanic Origin 88.4
Asian or Pacific Islander 1 . 1
Black, not of Hispanic Origin .8
Hispanic .0
American Indian or Alaskan Native 9.7
High School Community Size
Rural 50.7
Urban 49.3
Subject's primary disability when exiting from school
Trainable Mentally Handicapped 5.4
Educable Mentally Handicapped 20.9
Hearing Impaired  170 '
Deaf 1.0
Speech Impaired 1 . 5
Vision Impaired .7
Seriously Emotionally Disturbed 4.4
Orthopedically Impaired .7
Other Health Impaired 1.0
Specific Learning Disability 63.1
Deaf/Blind .2










Public Separate Day School 1.
Private Separate Day School
Public Residential Facility 1.




Full Scale or Overall IQ
IQ less than 71 15.9
IQ between 71 and 85 35.4
IQ between 86 and 100 39.0
IQ greater than 100 9.7
Date of Testing
Within last 2 years 18.4
2 to 3 years 54.7
4 to 5 years 17.9





Binet Form L-M 1.9
Binet Fourth Edition 2.2
Woodcock-Johnson Cognitive Battery 8.4
Other 7 .6
Reading Grade Equivalent Score 
Grade Equivalent Score
Below 4th grade 17.9 
Grades 4-6 27.1 
Grades 7-9 32.8 
Grades 9-11 ' 14.8 
Greater than grade 11 7.4
Date of Testing
Within last 2 years 25.2 
2 to 3 years 51.5 
4 to 5 years 17.5 














WRAT or WRAT-R 6 . 6
PIAT Reading Comp. 10.1
PIAT Reading Recog. 1 . 3
Woodcock Reading Mastery 11.7
ITBS 1 .1
ITED .0
K-TEA Comprehensive Form Reading 3.7
K-TEA Brief Form Reading 1 . 1
Stanford Diagnostic Reading Test .5Other ' 1 3 . 3
Math Grade Equivalent Score
Grade Equivalent Score




Greater than grade 11 11.3
Date of Testing
Within last 2 years 26.2
2 to 3 years 51.8
4 to 5 years 16.2
6 or more years 5 . 9
Test Name
Woodcock-Johnson 52.9





K-TEA Comprehensive Form Math 3.9
K-TEA Brief Form Math .8
Stanford Diagnostic Math Test .0
Other 13.4
If subject dropped out of school
Age when subject dropped out










1 1 th grade 5 .6
Partial 12th grade . 6
Completed High School 88.0
Graduation Status
High school diploma 76.5
Dropped out, but earned GED 2.4
Certificate of completion 1.9
Special diploma 2.4
Termination at age 21 or older .0
Dropped out 9.9
Dropped out. but returned and graduated 1.1
Other 5.9
II -- SCHOOL INFORMATION
Reason for dropping out
Not applicable--did not drop out 8 6.
School personnel recommended it 
Parent(s) wanted me to 
Needed to work
Personal problems 5.
I wanted to leave school 5 .
Other 5.
During high school, regular vocational education courses taken






Agriculture 19.0Trades and industry 26.4






 in in in
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In high school, specifically designed career/vocational education programs involved in
Not enrolled in any 45.9
School-based work 15.4
Work experience-paid 17.5
Work experience-no pay, credit only 22.3
Voc ed on a community college campus 2.4
Licensed work activity center or 1.4
sheltered workshop placement 
Other 6 .5
During high school, extracurricular activities involved in




Speech, drama, debate 9.6
Social activities 63.0
Newspaper or school yearbook 7.8
Vocational clubs 24.6
Other 9.3
School experiences helpful in training to find a job
Very helpful 19.0
Helpful 57.7
Not helpful at all 19.0
Not applicable, subject is severely 4.4
handicapped
School experiences helpful in training to keep a job
Very helpful 18.2
Helpful 58.0
Not helpful at all 16.7
Not applicable, subject is severely 7.1
handicapped
School experiences helpful in preparing for present job
Very helpful 18.3
Helpful 49.2
Not helpful at all 22.2
Not applicable, subject is severely 10.3handicapped
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While in school, vocational training in off-campus community settings
Yes 29.3
No 70.7
If yes, how useful training in helping find and keep a job
Very useful 45.1
Useful 46.3
Not useful at all 8.5
While in school, social skills training
Yes 46.4No 5 3 . 3
If yes, how useful training
Very useful 36.2
Useful 59.2
Not useful at all 4 . 6
While in school, community skills training
Yes 52.5
No 47.5
If yes, how useful training now
Very useful 33.6
Useful 60.8
Not useful at all 5.6
While in school, recreation/leisure skills training
Yes 43.3
No 56.7
If yes, how useful training
Very useful 25.2
Useful 66.1
Not useful at all 8.7
While in school, daily-living skills training
Yes 64.3No 3 5 . 7
If yes, how useful training now
Very useful 40.8
Useful 52.5
Not useful at all 6.7
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While in high school did Che school staff discuss
Goals for college 71.4
Goals for work. 74.8
Plan to reach goals 71.1
where subject plans to live 4 3 . 9
What respondents is currently doing
Going to school 19.1
Working 61.7
Not working 6 .9
Looking for work 12.3
Education/vocational program enrolled in since high school
Two year program/associate degree 11.6
Vocational school 17.0





yes 2 2 . 4
no 2 1 . 1
currently enrolled 56.5





Parents/guardians/care provider 29.9Relative .6
Vocational Rehabilitation 18.3
Social Security 6.7Other 43 . 3
If needed assistance in post-secondary training, who helped
Course instructors 39.3
Special needs teachers 16.8




III -- LIVING CONDITIONS
Subject is










Describes where presently living
I own my own home or am buying it 2 . 2
I live independently in a rented place 14.7
I live independently and share a rented place 1 0 . 1
I live in a supervised apartment 2 . 5
I live in a group home 3 . 6
I live with my parents 5 3 . 2
I live with my relatives 5. 0
I live in a residential facility or institution 2 . 2Other 6 .5
Part of living expenses subject pays
A l 1  19.5More than half 19.5
Less than half 37.5
None 23.5
Financial assistance given
I support myself 58.1
Parents 58.8
Relatives 3 . 2
Vocational Rehabilitation 4. 3
Social Services 6 . 5
Supplemental Security Income 16.5Insurance 4 . 7












Able to do on one's own
Arrange for transportation 88.1
Budget money 81.7
Maintain checking and/or savings account 75.5
Pay bills 79.9
Make purchases 90.3
Cook meals 8 8.1
Do housework 92.4
Do laundry 87.1
Make own appointments, e.g., doctor 81.7
None of the above 2.9




Group home workers 4 .8
Other 4 . 8
Get around in the community other than to job
I have a driver's license and drive 69.4
I use city transportation 9. 0
I walk or ride a bike 30.9
I depend on others 29.9
Other 5 . o




Three times 9 . 9
More than three times 2.8
Why moved
Times moved because of problems
No moves 8 8 .
One move 1 1 .
Two moves 
Three moves 
More than three moves
Times moved because of school or work
No moves 5 9 .
One move 3 8 .
Two moves 
Three moves 














No moves 7 1 .
One move 2 6 .Two moves 1 .
Three moves 
More than three moves
IV -- EMPLOYMENT
Employed presently
Yes, I have a job for pay 65.3
Yes, I have a job, but no pay 3.6
No, I do not have a job, I am looking 14.1
No, I do not have a job, I am not looking 12.3
No, I do not have a job, I am a homemaker 1.1
No, I have never had a job 3.6
If not working, most important reason why not working
Lack of work skills 5 . 3
Concern with lack of benefits 1 . 1
Lack of transportation 2.1
Do not want a job 7 . 4
Cannot find a job 24.2
Parent/guardian objects .0
Health/physical limitations 1 . 1
Attending school or in training 32.6Homemaker 7 . 4
Other I8 . 9
Currently working at another job
yes 17.3
n° 82.7
Amount of time working
Fulltime 50.7
Parttime (21-37 hrs) 27.3
Parttime (less than 21 hrs) 13.2Seasonal 4 . 4
Other 4. 4
Hourly wage
$0.00 to $2.50 1 3 . 5
$2.51 to $3.35 16.7
$3.36 to $5.00 45.3
$5.00 + 24.5
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Weekly wage
$ 0.00 to $ 50.00 16.9 
$ 51.00 to $100.00 19.0 
$101.00 to $150.00 25.1 
$151.00 to $200.00 19.0 
$200.00 + 20.0
Increase in wages since hired at present job
yes 37.8 
no 60.2 
don11 know 2 . 0
Feelings about these parts of job (in whole percentages)
A -- Very unhappy 
B -- Sometimes unhappy 
C -- Not sure 
D -- Sometimes happy
E -- Very happy Percents
A B C D EMy pay 5 9 15 38 33The activities and duties on job 3 9 8 40 40
Educ. or training that company gives 3 5 22 33 37My supervisor 3 7 9 29 52The people that I work with 1 3 6 34 57The help that my company gives me 2 4 17 34 43and other people on the job
Benefits received
Paid sick leave 18.8Paid vacation 22. 2Health insurance 18.8Dental insurance 1 2 . 1Profit sharing 5.8Retirement plan 6.3Other 24.6Don't know 15.9
Who helped get most recent job
Myself 44.6Parents/relatives 28.6Friend 15.5Special education teacher 6. 6Work experience coordinator 2. 8Vocational education teacher 3.8Placement office at post-secondary school .9Job Service 9.9Vocational Rehabilitation Counselor 3.8Job Coach 3.8Other 14.1
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Did on one's own to get current or previous jobs
Filled out job application 59.4
Arranged for an interview 46.8
Interviewed for job 56.0
Not applicable/no need to do 27.5
Transportation to work
Walk 9 . 5





Parent/guardian/care provider 6 . 6
Public transportation 2.4
Other 5.7
Accommodations made at workplace
Architectural .5






Time working at present job
Less than one month 9.4
One to three months 24.1
Four to six months 13.3
Seven to twelve months 19.2
One to two years 21.7
Two to three years or more 12.3
Supported work program now
yes 9 .6
no 90.4
If yes, how often job coach is seen
Daily 40.0
Two to three times a week 8.0
Once a week 12.0
Every two weeks 8.0
Other 32.0
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If no longer working, why left job
Quit to take a different job 3.1 Quit 6 . 3  
Laid off 9 . 4  
Fired 6.3 Job ended 1 5 .6 
Poor wages 6 .3 
Illness/health reasons 6 . 3  
Other 46.9
School experiences helpful in preparing for the present job
A —  Very helpful 
B -- Helpful 
C -- Not Helpful
D -- Not applicable Percents
A B C DSchool based work 1 1 21 9 59Work experience-no pay credit only 1 1 17 8 64Work experience-paid 13 1 1 6 70Vocational classes 20 53 15 13Regular classes 12 57 20 1 1Living skills training 14 34 9 43Licensed work activity center 2 5 2 91Other 5 3 4 88







Activities done in free time
A -- Daily 
B —  Weekly 
C -- Monthly
D —  Once or twice a year
E —  Never PercentsA B C D B
Take part in athletic activities 18 39 16 8 20
Take part in outdoor sports 4 26 27 24 18
Go to watch athletic activities 5 34 23 13 25
Reading 29 27 19 9 15
Hang out with friends/date 49 34 10 2 5
Spend time with family 61 25 12 2 0
Dancing 2 12 33 24 29
Watch TV/videos 73 22 4 1 1
Go to the movies 2 24 50 17 7
Drive around 37 31 13 6 14
Cook/bake 31 27 18 10 14
Relax/nap 51 27 10 5 8
Listen to music, play instrument 81 14 3 0 2
Go to bars 0 9 8 8 74
Go shopping 6 50 37 4 3
Maintenance work 29 39 17 4 1 1
Hobbies 13 23 18 8 37
Auto racing or auto repair 6 19 14 8 53
Travel 0 1 1 31 39 18
Other 36 9 26 5 24
With whom spend most of free time
Alone
With husband or wife
With husband or wife and children
with children
With family or relatives
With friends










Time do spent in free time activities
Less than 10 hours 22.8 
10-20 hours per week 39.0 
21-30 hours per week 20.2 
31-40 hours per week 9.2 
More than 40 hours per week 8. 8
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Visit or receive visits from 
A —  Daily 
B -- Weekly 
C —  Monthly 





When a problem occurs that can11 from
Percents
A B C D61 17 20 214 34 43 1061 25 1 1 348 30 9 13
be handled on one's own, get help
Parent(s) 5 4 , 4  
Sister(s)/brother(s) 30.3 
Friend, girlfriend, boyfriend 60.4 
Clergy 3 . 6  
Spouse 4 _7 
Mental health professional 6.2 
Other 15.4
If work, go to staff social activities
30.1 
69.9
Involved in the community
Service club activities 2.9 Scouts 1 . 1  
Fraternal organizations 2.6 
Church related activities 20.8 
Volunteer work 12.4 
I am not involved 61.7 
Other 9*2
Feelings about life so far
Very unhappy . 7  
Unhappy 2.2 
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NORTH DAKOTA STATEWIDE FOLLOWUP 
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Department of Public Instruction 
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COVER SHEET
(Fill out pages A and B for all students)
Interviewer N am e_______________________________________________________
1. Student N am e_____________________________________________________
2. Student Status in Summer, 1988 (check only one):
______ (0) dropout
______ (1) graduate/completer
3. Special Education District ID (5 digits from North Dakota Education
Directory, County No. & System N o.):________________________________
Special Education Unit Nam e:_______________________________________
4. High School ID (9 digits from North Dakota Education Directory, County
No. & System No. & Plant N o.):_____________________________________
5. Completeness of this interview (check one):
______ (0) All sections complete
______ (1) School record information only
______ (2) Interview information only
______ (3) No information
6. In unable to obtain interview, please indicate why (check only one--the most 
important reason):
______ (0) Subject refused interview
______ (1) Deceased
_____  (2) Moved out of town, unable to locate at new address
______ (3) In the military
______ (4) In jail
______ (5) Institutionalized
______ (6) No information available at all
______ (8) O ther_______________________________________________
______ (9) Interview conducted
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7. How was the interview conducted? (check only one)
______ (0) Face-to-face with student
______ (1) Telephone interview with student
______ (2) Face-to-face with parent/guardian
______ (3) Telephone interview with parent/guardian
______ (9) No interview conducted









I. INFORMATION FROM SCHOOL RECORDS
(Can be gathered by any person assigned to task)
1. Subject’s ID (3 letters):
2. Subject’s Date of Birth: /  / Example: 09/ 02 /  69
month day year
3. Gender:
_____  (0) Male
_____  (1) Female
4. Race
_____  (0) White, not of Hispanic Origin
_____  (1) Asian or Pacific Islander
_____  (2) Black, not of Hispanic Origin
_____  (3) Hispanic
_____  (4) American Indian or Alaskan Native
5. High School Community Size
_____  (0) Rural (less that 2500 inhabitants)
_____  (1) Urban
6. What was the subject’s primary disability when he or she exited from school? 
(check only one)
(0) Trainable Mentally Handicapped





(6) Seriously Emotionally Disturbed
(7) Orthopedically Impaired
(8) Other Health Impaired
(9) Specific Learning Disability
GO) Deaf/Blind





8. Check program model subject was last enrolled in (check only one):
_____  (0) Regular Classroom
_____  (1) Resource Room
_____  (2) Separate Classroom
_____  (3) Public Separate Day School
_____  (4) Private Separate Day School
_____  (5) Public Residential Facility
_____  (6) Private Residential Facility
_____  (7) Correctional Facility
_____  (8) Homebound/Hospital
9. Intelligence Test Information (use most recent score):
a. Full Scale or Overall IQ :____________
b. Date of Testing: ___ / ___ / ____
month day year
c. Test Name (check only one):
_____  (0) WISC-R
_____  (1) WAIS
_____  (2) WAIS-R
_____  (3) Binet Form L-M
_____  (4) Binet Fourth Edition
_____  (5) Woodcock-Johnson Cognitive Battery
_____  (8) O ther______________________________
10. Reading Grade Equivalent Score (from most recent test):
a. Grade Equivalent Score:________ o ____
b. Date of Testing: ___ / ___ / ____
month day year
c. Test Name (check only one):
_____  (00) Woodcock-Johnson (Reading Cluster)
_____  (01) WRAT or WRAT-R
_____  (02) PIAT Reading Comp, (preferred over PIAT Reading
Recog.)
_____  (03) PIAT Reading Recog.
_____  (04) Woodcock Reading Mastery
_____  (05) ITBS (overall reading)
_____  (06) ITED (overall reading)
_____  (07) K-TEA Comprehensive Form Reading
_____  (08) K-TEA Brief Form Reading
_____  (09) Stanford Diagnostic Reading Test
_____  (98) O ther:______________________________
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11. Math Grade Equivalent Score (from most recent test):
a. Grade Equivalent Score:________ o ____
b. Date of Testing: ___ / ___ / ___
month day year
c. Test Name (check only one):
_____  (00) Woodcock-Johnson (math cluster)
_____  (01) WRAT or WRAT-R
(02) PIAT
_____  (03) KeyMath
_____  (04) ITBS (overall Math)
_____  (05) ITED (overall Math)
_____  (06) K-TEA Comprehensive Form Math
_____  (07) K-TEA Brief Form Math
_____  (08) Stanford Diagnostic Math Test
_____  (98) O ther:__________________________________________
12. If subject dropped out of school, please list the following information. (If subject completed 
school and did not drop out, insert the numbers 99 for both a. and b.)
_____  A. Age when subject dropped out
_____  B. Highest grade completed
_____  C. Other, specify (e.g., highest level)
13. Graduation Status (check only one)
_____  (0) High school diploma
_____  (1) Dropped out, but earned GED
_____  (2) Certificate of completion
_____  (3) Special diploma
_____  (4) Termination at age 21 or older
_____  (5) Dropped out
_____  (6) Dropped out, but returned to school and graduated
_____  (8) O ther_______________________________________________
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SECTION I -  SCHOOL INFORMATION
1. Graduation status (Check only one.)
_____  a. High school diploma
_____  b. Dropped out, but earned GED
_____  c. Certificate of completion
_____  d. Special diploma
_____  e. Termination at age 21 or older
_____  f. Dropped out
_____  g. Dropped out, but returned to school and graduated
_____  h. Other—specify________________________________
2. If you dropped out of school, why? (Check a]] that apply.)
_____  a. Not applicable - did not drop out
_____  b. School personnel recommended it
_____  c. Parent(s) wanted me to
_____  d. Needed to work
_____  e. Personal problems (e.g., pregnant, drugs, law, health)
_____  f. I wanted to leave school
_____  g. Other-specify_________________________________________
3. During high school, in which regular vocational education courses were you enrolled? (Check 
all that apply.)
_____  a. Not enrolled in any regular vocational education classes
_____  b. Industrial arts
_____  c. Home economics
_____  d. Office education
_____  e. Health occupations
_____  f. Distributive education/marketing
_____  g. Agriculture
_____  h. Trades and industry
_____  i. Career education classes
_____  j. Computer education
_____  k. Other-specify, e.g., There were none_____________________
4. In high school, which specifically designed career/vocational education programs were you 
involved in? (Check .all that apply.)
a. Not enrolled in any specially designed career/vocational courses
b. School-based work
c. Work experience-paid
d. Work experience-no pay, credit only
e. Vocational education on the community college campus
f. Licensed work activity center or sheltered workshop placement
g. Other (describe) _____________________________________
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5. During your high school years, in what extracurricular activities were you involved? (Check 
all that apply.)
_____  a. Not involved in any extracurricular activities
_____  b. Varsity athletes (e.g., basketball, tennis, golf, football)
_____  c. Special Olympics
_____  d. Music (e.g., band, vocal, choir)
_____  e. Speech, drama, debate
_____  f. Social activities (e.g, school dances, pep rallies)
_____  g. Newspaper or school yearbook
_____  h. Vocational clubs (e.g, HERO, OEA, VICA)
_____  i. Other—specify________________________________________
6. Were your school experiences helpful in training you to find a job? (School experiences 
include classes, meetings with teachers, extracurricular activities)
_____  a. Very helpful
_____  b. Helpful
_____  c. Not helpful at all
_____  d. Not applicable
7. Were your school experiences helpful in training you to keep a job?
_____  a. Very helpful
_____  b. Helpful
_____  c. Not helpful at all
_____  d. Not applicable
8. Were your school experiences helpful in preparing you for the job you have now?
_____  a. Very helpful
_____  b. Helpful
_____  c. Not helpful at all
_____  d. Not applicable
9. Whde in school, did you receive vocational training in off-campus community settings?
____ yes _____ no If yes, how useful is that training in helping you find and keep a job?
_____  a. Very useful
_____  b. Useful
_____  c. Not useful at all
10. While in school, did you receive social skills training to help you get along with other people? 
 yes ______ no If yes, how useful is that training now?
_____  a. Very useful
_____  b. Useful
Not useful at allc.
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11. While in school, did you receive community skills training to help you use community
resources by yourself (shopping, transportation, banks, post office)? ____ yes no
If yes, how useful is that training now?
_____  a. Very useful
_____  b. Useful
c. Not useful at all
12. While in school, did you receive recreation/leisure skills training to help you use your free 
time wisely? ____ yes _____ no If yes, how useful is that training now?
a. Very useful
b. Useful
c. Not useful at all
13. While in school, did you receive daily-living skills training (eating/dining, meal 
planning/cooking, self care/grooming, cleaning/laundry)?
____ yes _____ no If yes, how useful is that training now?
_____  a. Very useful
_____  b. Useful
___ c. Not useful at all
14. While in high school, did you and the school staff discuss: (Transition planning)
yes no
_____  _____  a. Your goals for college?
_____ ________ b. Your goals for work?
_____  _____  c. How do you plan to reach your goals?
_____  _____  d. Where do you plan to live?
15. What are you currently doing?
_____  a. Going to school
_____  b. Working
_____  c. Not working
_____  d. Looking for work
16. What education/vocational program have you enrolled in since high school? 
Check all that apply.
_____  a. Two year program/associate degree
_____  b. Vocational school (two year or less certificate program) e.g.,
cosmetology, business school
_____  c. Four-year degree program-college or university
_____  d. Military
_____  e. None
_____  f. Other-specify___________ ____________________________
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17. Did you complete the program?
____ yes _____ no _____ currently enrolled
18. What is your field of study?
19. Was your training at the education/vocational program helpful in getting a job?
____ yes ______ no
20. Who paid for your training/education? (Check all that apply.)
_____  a. Myself
_____  b. Parents/guardians/care provider
_____  c. Relative (other than parent)
_____  d. Vocational Rehabilitation
_____  e. Social Security
_____  f. Other-specify_________________________________________
21. If you need/needed assistance in your post-secondary training, who helps/helped you?
_____  a. Course instructors
_____  b. Special needs teachers
_____  c. Library resource staff (tutor)
_____  d. Family
_____  e. Friends
_____  f. Other-specify________________________________________
I l l
SECTION II -  LIVING
1. Are you . . .
_____  a. Single, never married
_____  b. Married
_____  c. Divorced
_____  d. Separated
e. Widowed
2. How many children do you have?_____
3. Which of the following best describes where you live?
_____  a. I own my own home or am buying it
_____  b. I live independently in a rented apartment/house
_____  c. I live independently and share a rented apartment/house
with a friend
_____  d. I live in a supervised apartment
_____  e. I live in a group home
_____  f. I live with my parent
_____  g. I live with my relatives
_____  h. I live in a residential facility or institution
_____  i. Other-specify____________________________________
4. What part of your living expenses do you pay?
a. All
b. More than half
c. Less than half
d. None
5. Who gives you financial assistance? (Check all that apply.)




e. Social Services (Aide to Dependent Children, food stamps, etc.)




6. Which of the following are you able to do on your own?
a. Arrange for transportation
b. Budget money




_____  f. Cook meals
_____  g. Do housework
_____  h. Do laundry
_____  i. Make own appointments, e.g., doctor and dental
_____  j. None of the above
7. If you are not able to do these things on your own, who helps you?
_____  a. Friends
_____  b. Family/relatives
_____  c. Community agencies such as Human Services, Developmental
Disabilities, Social Services or Advocates 
_____  d. Group home workers
_____  e. Other—specify____________________________________________
8. How do you get around in the community other than to your job? (Check all that apply.)
_____  a. I have a driver’s license and drive a vehicle (car, motorcycle)
_____  b. I use city transportation (taxi, bus, etc.)
_____  c. I walk or ride a bike
_____  d. I depend on others (parents, relatives or friends to drive)
_____  e. Other—specify____________________________________________
9. How many times have you moved since leaving school?______________
(number)
List cities and with whom, e.g, parents, relatives, friends or self:
a ._______________________________  b. _____________________________________
c .___ ___________________________  d. _____________________________________
e ._______ ________________________ f. _____________________________________
10. Why have you moved? For each reason below, write in the total number of moves listed 
above, e.g., two moves to be closer to work.
______  a. I moved because of problems, e.g, evicted, too expensive
______  b. I moved because I needed another location, e.g., moved to or from college,
moved closer to work
______  c. Other—specify  ___________________________________________________
11. List two problems you have had in independent living
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SECTION III -  EMPLOYMENT
1. Do you have a job now? (Mark the one that is true for you.)
_____  a. Yes, I have a job for pay
_____  b. Yes, I have a job, but no pay
_____  c. No, I do not have a job, I am looking for a job
_____  d. No, I do not have a job, I am not looking for a job
_____  e. No, I do not have a job, I am a homemaker
_____  f. No, I have never had a job
2. If you are not working, what is the most important reason why you are not working?
a. Lack of work skills
b. Concern with lack of benefits
c. Lack of transportation
d. Do not want a job
e. Cannot find a job
f. Parent/guardian objects
g- Health/physical limitations
h. Attending school or in training
i. Homemaker
j- Other-specify
3. If the answer to question 1 is f (I never had a job), why have you never had a job?
If the answer to question 1 is d, e, or f, go to Section IV -- Recreation and Leisure, page 12.
4. If you are employed:
a. Where are you employed (include sheltered workshop or work activity center)?
(business or industry’s name) (city/town)
b. If you work in a sheltered workshop or work activity center, do you work part of the day 
outside of the activity center building or sheltered workshop building?
____ yes _____ no _____ NA
c. What do you do?
Job Title: __________________________________________________________________
Duties/Tasks: _____________________________________________________
5. Are you currently working at another job? ____ yes _____ no
What is your second job title? ____________________________________________________
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6. What amount of time do you work? (Check only one.)
_____  a. Fulltime (37.5 hours a week or more)
_____  b. Parttime (21-37 hours per week)
_____  c. Parttime (less than 21 hours per week)
_____  d. Seasonal
_____  e. Other-specify_____________________
7. How much do you earn per hour?
_____  a. 0 to $2.50
_____  b. $2.51 to $3.35
_____  c. $3.36 to $5.00
d. $5.00 +
8. How much do you usually earn per week?
_____  a. 0 to $50.00
_____  b. $51.00 to $100.00
_____  c. $101.00 to $150.00
_____  d. $151.00 to $200.00
_____  e. $200.00 +
9. Have you received an increase in wages since you were hired at your present job?
_____  a. yes
_____  b. no
c. don’t know











a. My pay? 1 2 3 4 5
b. The activities and 
duties on my job? 1 2 3 4 5
c. Education or train­
ing that my company 1 
gives me?
2 3 4 5
d. My supervisor
(boss)? 1 2 3 4 5
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e. The people that I 
work with? 1 2 3 4 5
f. The help that my
company gives me 1 
and other people 
on the job?
2 3 4 5
11. List two problems you have had on your current job within the last six months.
12. What benefits do you receive? (Check all that apply.)
_____  a. Paid sick leave
_____  b. Paid vacation
_____  c. Health insurance
_____  d. Dental insurance
_____  e. Profit sharing
_____  f. Retirement plan
_____  g. Other--specify___________________
_____  h. Don’t know
13. Who helped you get your most recent job? (Check all that apply.)
_____  a. Myself
_____  b. Parents/relatives
_____  c. Friend
_____  d. Special education teacher
_____  e. Work experience coordinator
_____  f. Vocational education teacher
_____  g- Placement office at post-secondary school (college, trade, and technical
school)
_____  h. Job Service
_____  i. Vocational Rehabilitation Counselor
_____  j. Job Coach
_____  k. Other—specify______________ __________________________________
14. Which of the following did you do on your own to get your current or previous jobs?
_____  a. Filled out job application
_____  b. Arranged for and interview
_____  c. Interviewed for job
_____  d. Not applicable/no need to do
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16. What accommodations have been made for you at your workplace?
a. Architectural, e.g., ramps, lifts
b. Special equipment, e.g., grab bars in bathroom
c. Job coach
d. Special supervision
e. Special schedule, e.g., different than regular hours
f. None
g- Other-specify
17. How long have you been working at your present job?
a. Less than one month
b. One to three months
c. Four to six months
d. Seven to twelve months (one year)
e. One (1) to two (2) years
f. Two (2) to three (3) years or more
Are you in a supported work program now? yes no
If yes, how often do you see your job coach?
a. Daily
b. Two to three times a week
c. Once a week
d. Every two weeks
e. Other-specify
If you are no longer working, why did you leave your job?









20. Were your school experiences helpful in preparing you for the job you have (had) now?
very not not
helpful helpful helpful applicable
school based work





licensed work activity center or 
sheltered workshop placement
other—specify
21. Would you like to be working in your present job one year from now?
____ yes _____ no
22. What are your future plans for work? (Where do you wish to be working or what do you 
wish to be doing?)
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SECTION IV -  RECREATIONAL/LEISURE
1. What activities do you do in your free time? (Check all that apply.)
once or 
twice
daily weekly monthly a year never
Take part in athletic activities (swim, jog, aerobics, 
basketball, etc.)
Take part in outdoor sport activities (fishing, hunting, 
camping, etc.)
Go to watch athletic activities (football games, swim 
meets, basketball games, etc.)
Reading (books, magazines)
Hang out with friends
Spend time with family
Dancing
Watch TV/videos 




Listen to music, play instrument 
Go to bars 
Go shopping
Maintenance work (house, car, garden, yard)
Hobbies (needlework, sewing, build models, collect 
stamps or coins, etc.)
Auto racing or auto repair
Travel
Other—specify
2. With whom do you spend most of your free time?
_____  a. Alone
_____  b. With husband or wife
_____  c. With husband or wife and children
_____  d. With children
_____  e. With family or relatives
_____  f. With friends
_____  g. With people from work
_____  h. Other—specify_________________
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3. How much time do you spend in free time activities?
_____  a. Less than 10 hours
_____  b. 10-20 hours per week
_____  c. 21-30 hours per week
_____  d. 31-40 hours per week
_____  e. More than 40 hours per week
4. How do you feel about how you spend your free time?
_____  a. Not happy
_____  b. O.K.
_____  c. Happy
5. How often do you receive visits from:





6. When you have a problem that you can’t handle on your own, who do you generally go to for 
help? (Check _all that apply.)
a. Parent(s)
b. Sister(s)/brother(s)
c. Friend, girlfriend, boyfriend
d. Clergy, e.g., minister, priest
e. Spouse (husband or wife)
f. Mental health professional (psychologist, counselor, social worker, etc.)
g- Other-specify
7. If you work, do you go to staff social activities? (e.g., Christmas party, company picnic)
yes no
How are you involved in the community?
a. Service club activities, e.g., J.C.’s Kiwanis
b. Scouts
c. Fraternal organizations, e.g., Elks, Eagles
d. Church related activities
e. Volunteer work—specify
f. I am not
g- Other-specify
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